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Abstract 
 
Over the last few decades, a growing body of research has linked extracurricular activity 
participation with positive outcomes among high school students. Extracurricular activities often 
provide a rich environmental context for positive youth development, given that they provide 
opportunities for identity formation, the creation of interpersonal connections, and the 
development of social, emotional, academic, and/or career-related skills. However, there are no 
studies to date examining the relationship between extracurricular activity involvement and 
student outcomes among students enrolled in rigorous high school curricula (e.g., Advanced 
Placement [AP] and International Baccalaureate [IB]). The purpose of the current study was to 
extend the current understanding of the relationship between extracurricular activity involvement 
and academic and mental health outcomes for youth enrolled in AP and IB programs by 
investigating the levels of extracurricular activity participation among AP/IB students, and 
examining whether participation predicted student success in terms of academic and mental 
health outcomes. Given the increased academic demands faced by this group of students, this 
study aimed to also investigate the overscheduling hypothesis to see whether there was a 
curvilinear relationship between extracurricular activity involvement and student success (i.e., a 
point of diminishing return). In addition, this study examined whether the program type (i.e., AP 
or IB) moderated the relationship between extracurricular activity participation and student 
outcomes. Using data obtained from a larger research project led by Dr. Shannon Suldo and Dr. 
Elizabeth Shaunessy-Dedrick (Institute of Education Science: R305A100911), results indicated 
that on average, AP and IB students (N= 2,379) reported being involved in 3-4 different 
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extracurricular activity types and spent approximately 5-9 hours per week involved in 
extracurricular activities. Findings also revealed that compared to AP students, IB students 
participated in a greater number of types of activities (3.38 vs. 3.89) and more hours of activities 
per week (3.03 vs. 3.18, where “3” corresponds to 5-9 hours per week). Although a significant 
difference in the overall levels of involvement in extracurricular activities was observed between 
AP and IB students, these differences did not translate into differences in associations between 
extracurricular involvement and student outcomes. Finally, this study found significant linear 
associations between the breadth of extracurricular activity participation and higher levels of life 
satisfaction, lower levels of psychopathology, higher GPAs, and higher AP/IB exam scores. 
Significant linear relationships between the intensity of extracurricular activity participation and 
lower levels of psychopathology and higher GPAs were also observed. Regarding the 
overscheduling hypothesis, results from the current study found curvilinear relationships 
between breadth of participation and AP/IB exam scores and GPA, with optimal levels of 
breadth of 4.1 and 5.2 types of extracurricular activities, respectively. Moreover, curvilinear 
relationships were also observed between intensity of participation and students’ 
psychopathology and GPA, with optimal intensity scores of 3.2 and 3.3 (i.e., between the “5-9” 
and “10-19” hours per week response option categories), indicating that participation in 20 or 
more hours of activities per week was associated with diminishing outcomes. Implications of 
findings for school psychologists and educational stakeholders, as well as future directions for 
research are discussed.  
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Chapter I: Introduction 
 
 Children and adolescents spend approximately half of their waking time outside of the 
school setting (Hofferth, Flood, & Sobek, 2015; Larson & Verma, 1999). Over the last few 
decades, the positive impact of spending this leisure time on extracurricular activity participation 
has been increasingly studied. Among students in the United States, over 70% participate in 
structured extracurricular activities (Feldman & Matjasko, 2005; Mahoney, Harris, & Eccles, 
2006). Extracurricular activities are defined as voluntary, structured, adult-led activities that are 
outside of schools’ core academic curricula. These typically focus on one activity or topic, and 
include school-based (e.g., athletics, performing arts, student government) and community-based 
(e.g., Boys and Girls Club, YMCA) organizations. Among high school students, participation in 
extracurricular activities has been linked to a host of positive outcomes, including increased 
academic achievement (higher grades and overall GPA), higher educational goals, a stronger 
self-concept, positive social development, decreased risk-taking behavior, superior attendance in 
school, and a lower likelihood of drop-out (see Farb and Matjasko, [2012] for a review). 
Extracurricular activity involvement has also been described as a form of behavioral student 
engagement, one of the three components of the multidimensional construct of student 
engagement, which also includes affective engagement (i.e., students’ feelings of connectedness 
to school and positive emotions towards school and teachers) and cognitive engagement (i.e., 
students’ motivation and interest in learning; Christenson, Reschly, & Wylie, 2012). Research 
indicates a positive relationship between high levels of student engagement and indicators of 
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student success (Bempechat & Shernoff, 2012; Fredericks, Blumenfeld, & Paris, 2004; Skinner 
& Pitzer, 2012).  
 Bioecological theory (Bronfenbrenner & Morris, 2006) posits that there is a complex, 
dynamic, and reciprocal relationship between adolescents’ intrapersonal characteristics and their 
environment, which impacts their developmental trajectory. Extracurricular activities often 
provide a rich environmental context for positive youth development, given that they provide 
opportunities for identity formation, the creation of interpersonal connections, and the 
development of social, emotional, academic, and/or career-related skills. However, there are no 
studies to date examining the relationship between extracurricular activity involvement and 
student outcomes among students enrolled in rigorous high school curricula (e.g., Advanced 
Placement [AP] and International Baccalaureate [IB]).  
Historical Context 
 
 The effect of extracurricular activity participation on child and adolescent development 
has been empirically studied since the 1960s. Although initially studied by sociologists and 
economists in the 1960s and 1970s, psychologists have increasingly studied the developmental 
impact of extracurricular activity involvement on children and adolescents. Over the last three 
decades, there have been several comprehensive reviews of the literature investigating 
extracurricular activity involvement and student outcomes. In a seminal review by Holland and 
Andre (1987), over two decades of research on extracurricular activity involvement were 
examined. They found primarily positive relationships between extracurricular activity 
involvement and adolescents’ self-esteem, academic achievement (among males), educational 
goals and aspirations, as well as lower levels of risky and delinquent behaviors (Holland & 
Andre, 1987). However, most studies included in this review focused on athletic activities (rather 
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than other types of extracurricular activities) and utilized cross-sectional data, thus limiting the 
ability to discern causal relationships between variables and understand the potential impact of 
activities outside of sports.  
 More recently, two additional reviews (Farb & Matjasko, 2012; Feldman & Matjasko, 
2005) have updated and expanded the seminal review, identifying almost 90 additional empirical 
studies on extracurricular involvement and adolescent functioning since the late 1980’s. These 
more recent reviews highlighted findings relating to: 1) the levels of extracurricular activity 
involvement (including the number of activity types [breadth], average weekly hours of 
participation or frequency of weekly participation [intensity], and—studied less often— the 
number of years of involvement in at least one type of activity over time [duration]); 2) 
relationships between extracurricular activity participation and student outcomes; and 3) 
mediating and moderating variables that impact these associations. Overall, these reviews 
highlight the breadth of research identifying positive relationships between extracurricular 
activity involvement and academic and social-emotional outcomes (Farb & Matjasko, 2012; 
Feldman & Matjasko, 2005).   
Statement of the Problem 
 Extracurricular activities provide unique opportunities for positive adolescent 
development beyond the school setting, including the opportunity to build relationships with 
teachers and prosocial peer groups, develop competencies and skills in specific areas, and 
cultivate a sense of personal identity (Denault & Poulin 2008; Fredricks & Eccles, 2005; Larson 
et al. 2006; Lerner, 2005; Mahoney, Larson, & Eccles, 2005; Schaefer, Simpkins, Vest, & Price, 
2011). Although the relationship between extracurricular activity participation and positive 
student outcomes has been well established in the literature to date, there is a paucity of research 
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investigating the relationship between extracurricular activity involvement and the outcomes of 
students enrolled in rigorous high school curricula (e.g., AP and IB). This population may yield 
atypical trends between variables due to their increased academic demands, and accordingly 
reduced time (and perhaps reduced mental energy) for participation in activities outside of 
required academic tasks.    
 AP and IB students are a unique group of adolescents given the heightened stress they 
experience compared to their counterparts in general education settings (Suldo, Shaunessy, & 
Hardesty, 2008). Although most adolescents experience stress related to the multitude of 
environmental, social, and biological changes they experience during this developmental period, 
students enrolled in accelerated high school curricula (i.e., AP and IB programs) are faced with 
unique challenges given their rigorous academic demands. Despite the breadth of research 
indicating positive relationships between extracurricular activity involvement and positive 
indicators of adolescent development, some concerns exist that adolescents are increasingly 
overscheduled with activities and academic demands. Several studies have investigated the 
overscheduling hypothesis (Mahoney et al., 2006), which questions whether or not there is a 
point of diminishing return for extracurricular activity participation, such that students who are 
over-scheduled no longer receive the developmental benefits of involvement. There have also 
been several popular media reports concerning the increased external pressure put on adolescents 
to participate in extracurricular activities (see Mahoney et al. [2006] for a comprehensive 
review). The overscheduling hypothesis is especially salient for AP/IB students given the 
increased academic demands on their schedules compared to students not taking AP/IB classes. 
To date, no research exists examining the overscheduling hypothesis among AP and IB students. 
Thus, additional research is needed to examine whether there is a linear or curvilinear 
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relationship between breadth and intensity of participation and students’ academic and social-
emotional outcomes.  
Purpose of the Study 
The purpose of this study was to extend the current understanding of the relationship 
between extracurricular activity involvement and academic and mental health outcomes for 
youth enrolled in rigorous high school curricula (i.e., AP and IB). Specifically, this study 
investigated the levels of extracurricular activity participation among AP/IB students, and 
whether participation in extracurricular activities predicted student success in terms of academic 
and mental health outcomes. Given the increased demands on this group of students, this study 
also investigated the overscheduling hypothesis to see whether there was a curvilinear 
relationship between extracurricular activity involvement and student success (i.e., a point of 
diminishing return). In addition, this study examined whether the program type (i.e., AP or IB) 
moderated the relationship between extracurricular activity involvement and student outcomes. 
This study conducted secondary analyses using data obtained from a larger research project led 
by Dr. Shannon Suldo and Dr. Elizabeth Shaunessy-Dedrick and funded by the Institute of 
Education Science (IES; R305A100911).  
Definition of Key Terms  
 Student engagement. Student engagement has been previously defined as a 
multidimensional construct including affective engagement (i.e., students’ feelings of 
connectedness to school and positive emotions towards school and teachers), cognitive 
engagement (i.e., students’ motivation and interest in learning) and behavioral engagement (e.g., 
students’ participation in extracurricular activities and on-task behaviors in the classroom; 
Fredricks, Blumenfeld, & Paris, 2004). Several studies have identified a positive relationship 
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between high levels of student engagement and various indicators of student success (Bempechat 
& Shernoff, 2012; Fredericks et al., 2004; Skinner & Pitzer, 2012). 
 Affective engagement. Affective engagement refers to the extent to which students 
experience positive emotions (i.e., a sense of belonging or connectedness) towards their 
teacher(s), school, and/or peers (Christenson, Reschly, & Wylie, 2012). Students with high levels 
of affective engagement perceive their teachers as supportive and effective, experience pride 
towards their school, and are satisfied with their academic program/classes. 
 Cognitive engagement. Cognitive engagement refers to the extent to which students 
experience feelings of motivation, interest, and perseverance in pursuing academic goals and 
aspirations. Students with high levels of cognitive engagement engage in academic goal setting, 
and employ self-regulation skills and strategizing to help them reach their goals (Christenson, 
Reschly, & Wylie, 2012). 
Behavioral engagement. Behavioral engagement refers to the extent to which students 
engage in effortful, observable behaviors directed towards school and/or learning. Students who 
have high levels of behavioral engagement regularly attend school, pay attention during class, 
engage in classroom activities, and participate in extracurricular activities (Christenson, Reschly, 
& Wylie, 2012). 
 Extracurricular activity involvement. As aforementioned, participation in 
extracurricular activities is a form of behavioral student engagement. Extracurricular activity 
involvement is referred to as student participation in structured, adult-led activities outside of 
schools’ core academic curricula. These typically focus on one activity or topic, and can include 
school-based types (e.g., athletics, performing arts, student government) and community-based 
types (e.g., Boys and Girls Club, YMCA) of activities. Although the majority of research to date 
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has focused on examining the relationships between dichotomous measures of extracurricular 
activity involvement (i.e., yes or no) and student outcomes, more recent investigations of 
extracurricular activity involvement have expanded this conceptualization of participation into 
three dimensions: breadth (i.e., number of activity types), intensity (i.e., number of hours per 
week), and duration (i.e., number of years in which students consistently participate in a single 
activity type; Bohnert, Fredricks, & Randall, 2010; Feldman, Farb, & Matjasko, 2011). As such, 
extracurricular activity involvement was conceptualized as a multidimensional construct in the 
present study. Due to restrictions in indicators included in the dataset available for analysis, only 
type/breadth and intensity was examined, as information on duration was not collected. 
 Type. Students who participated in the research that provided the data to be analyzed 
were first asked to rate the intensity of their involvement in 12 different extracurricular activity 
types (i.e., broader categories of activities). These included the following: sports and athletic 
teams, performing arts and music, art and hobby clubs, academic team/clubs and honor societies, 
career-related clubs, community youth clubs, religious or spiritual activities at school or in 
community, publications (e.g., school newspaper or yearbook), student government, 
service/volunteering clubs or other community service activities not included in the 
aforementioned clubs (e.g., Key Club, mentoring, tutoring, service to a community organization, 
etc.), special interest or diversity clubs, and ROTC.  
 Breadth. Students’ responses to intensity of involvement in each type were dichotomized 
by the research team as none (0 hours per week spent in that type) to some (up to one hour per 
week or more). Then, a composite score was created by adding the number of types of activities 
in which a participant reported at least some involvement, ranging from 0 to a possible high 
score of 12.  
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Intensity. Then, students indicated their overall frequency of involvement (considering 
all of the activity types in which they were involved), by indicating the total number of hours 
they spent engaged across all extracurricular activities in a typical week (i.e., “On average, in a 
typical week during this school year, how much time do you spend in all extracurricular 
activities?”). Response options to the single survey item were as follows: none (0 hours per 
week), up to 1 hour per week, 1-4 hours per week, 5-9 hours per week, 10-19 hours per week, 
and 20+ hours per week.  
 Accelerated curricula programs in high school. In this study, accelerated curricula 
programs refers to both Advanced Placement (AP) courses and International Baccalaureate (IB) 
programs. AP and IB programs offer college-level courses for high school students seeking 
accelerated curricular content to build college skills and/or to earn college course credit (College 
Board, 2017). AP courses are offered by most high schools on a course-by-course basis (schools 
can choose from over 30 different AP courses), while IB programs offer a more comprehensive 
program that spans across multiple years and requires students to pass end-of-course exams in 
six subject areas, write an extended essay describing an independent research project, take part in 
150 hours of creative, action, and service activities (CAS), and complete a critical thinking class 
called Theory of Knowledge (TOK) in order to earn the IB diploma (International Baccalaureate 
Organization [IBO], 2017). It should be noted that the IB diploma program is for high school 
students aged 16-19 (10th-12th grade); however, students often enroll in the IB Middle Years 
program, which can span between two years (abbreviated) and five years during junior high and 
the first two years of high school. In general, in order to enroll in these advanced curricular 
settings, most AP and IB programs have fairly rigorous entry requirements, such as prerequisite 
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courses, minimum GPAs, and minimum scores on statewide standardized tests (College Board, 
2017; IBO, 2017). 
 Student success. Using Roeser, Eccles, and Sameroff’s (2000) framework that describes 
adolescent psychosocial functioning as a multidimensional construct including academic and 
social-emotional domains, this study measured AP/IB student success in terms of positive social-
emotional well-being (i.e., life satisfaction), negative indicators of mental health outcomes (i.e., 
absence of psychopathology and academic burnout), and high levels of academic achievement 
(i.e., GPA, end-of-course exams, and attendance [minimal absences]). This multidimensional 
approach to measuring mental health outcomes is aligned with recent conceptualizations of 
complete mental health in high school students (aged 14–18 years; Suldo, Thalji-Raitano, Kiefer, 
& Ferron, 2016) including not only the absence of psychopathology but also the presence of 
positive emotions (see Howell, Keyes, & Passmore, 2013, for a review).  
 Indicators of academic achievement. In this study, academic achievement refers to the 
extent to which high school students make progress in their schoolwork and achieve their 
academic goals. This construct was measured using unweighted GPA, scores on end-of-course 
AP/IB exams, and school attendance (a facilitator of access to schoolwork).  
 Indicators of mental health. For the present study, student success relating to mental 
health referred to the presence of subjective well-being (i.e., life satisfaction), as well as the 
absence of both psychopathology and academic burnout. Life satisfaction refers to an 
individual’s evaluation of his or her overall quality of life, or satisfaction with specific domains 
such as friends, self, and/or school (Diener, Lucas, & Oishi, 2002). For this study, life 
satisfaction was conceptualized as the extent to which individuals positively evaluate their life as 
a whole (Shin & Johnson, 1978). Academic burnout referred to students’ feelings of cynicism 
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towards the purpose of school, a sense of inadequacy in school, and feelings of exhaustion 
towards their schoolwork (Salmela-Aro, Kiuru, Leskinen, & Nurmi, 2009). 
Research Questions 
This study aimed to address the following research questions: 
1. What are the levels of AP/IB high school students’ involvement in extracurricular 
activities (including the type [i.e., athletic, academic, etc.], breadth [number of types], 
and intensity [number of hours])? Are there significant differences in dimensions 
(breadth/intensity) of participation based on program (AP vs. IB)? 
2. To what extent does extracurricular activity involvement (including breadth and intensity) 
predict AP/IB student success in terms of:  
a. Academic outcomes (GPA, end-of-course exam scores, absences) 
b. Mental health outcomes (life satisfaction, psychopathology, academic burnout)?  
3. What is the form (i.e., linear or curvilinear) of the association between extracurricular 
activity involvement (including breadth and intensity) and AP/IB student success?  
4. To what extent, if any, are relationships between extracurricular activity involvement and 
indicators of student success moderated by program type (i.e., IB vs. AP)? 
Significance of the Study 
Although more empirical work among AP and IB students is clearly needed, there is 
convincing evidence suggesting that participation in extracurricular activities has the potential to 
promote positive academic and emotional development for these students as it has for other 
samples (Bohnert & Garber, 2007; Busseri, Rose-Krasnor, Willoughby, & Chalmers, 2006; 
Dumais, 2009). Encouraging AP/IB students to become involved in 4-5 different activity types 
for 5-19 hours per week, under the influence of positive social networks and competent adults, 
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may lead to demonstrable positive outcomes. Given the absence of literature investigating the 
relationship between extracurricular activity involvement and student outcomes among AP and 
IB students, the present study helps to fill this gap in the literature. This study also aimed to 
provide unique insights into whether there was a linear or curvilinear relationship between the 
intensity and breadth of extracurricular activity participation and student success, both 
academically and emotionally. Finally, this study aimed to provide valuable information to 
school psychologists and educational stakeholders seeking recommendations for optimal levels 
of extracurricular activity participation, in terms of breadth and intensity of involvement.  
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Chapter II: Review of the Literature 
Overview 
 Adolescence is a developmental period characterized by significant cognitive, social, 
emotional, and biological changes. Ecological perspectives of development acknowledge the 
multitude of environmental contexts that influence the trajectories of adolescents’ academic and 
emotional well-being. Although school and family contexts are pivotal in shaping children and 
adolescents, research investigating the role of extracurricular activity participation as a context 
for development is growing. This review of the literature will begin by presenting background 
information regarding students enrolled in advanced curricula programs. Second, conceptual and 
methodological issues relating to research on extracurricular activity participation and adolescent 
development will be discussed. Third, research on the prevalence of extracurricular activity 
involvement among high school students enrolled in AP/IB and general education curricula will 
be reviewed. Next, student outcomes associated with extracurricular activity participation 
(including type, breadth, and intensity of participation) will be presented, both in terms of 
academic and psychological well-being. This section will highlight whether these associations 
found in the literature are linear or curvilinear, addressing existing evidence for the 
overscheduling hypothesis. Finally, mediating and moderating variables that influence the 
relationship between extracurricular activity participation and student outcomes will be 
reviewed.  
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High School Students Enrolled in Accelerated Curricula 
In recent decades, high school students are enrolling in accelerated, college-level 
curricula at increasing rates (Thomas, Marken, Gray, & Lewis, 2013). Advanced Placement (AP) 
and International Baccalaureate (IB) programs are among the most popular options for students 
seeking advanced curricular options. AP was created by the College Board in 1955, and offers 
college-level curricula and examinations to high school students in the United States and Canada. 
Colleges and universities around the United States have the option to grant course credit to 
students who score above a particular threshold on end-of-course AP exams (College Board, 
2017). Similarly, the IB program also offers college-level curricula and potential for college 
course credit. However, the program designs and pre-requisite requirements for AP versus IB 
programs differ slightly. For example, AP courses are offered by most high schools on a course-
by-course basis in which students select their desired course(s) from those offered at their school. 
In contrast, the IB program offers a comprehensive program that spans across multiple years and 
requires students to pass end-of-course exams in 6 subject areas, write an extended essay 
describing an independent research project, take part in 150 hours of creative, action, and service 
activities (CAS), and complete a critical thinking class called Theory of Knowledge (TOK) in 
order to earn the IB diploma (IBO, 2017). The “creativity” requirement can be fulfilled by 
participating in art-related activities (e.g., band, theater, drawing); the “activity” requirement can 
be fulfilled by engaging in activities that involve physical exertion (e.g., athletics, rock 
climbing); and the “service” requirement can be fulfilled by volunteering in the community. 
These program requirements may, logically, increase the proportion of students involved in 
extracurricular activities among students enrolled in IB programs in relation to their peers not in 
IB (i.e., in general education with or without enrollment in AP classes).  
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Theoretical Conceptualizations of Extracurricular Activity Involvement and Student 
Outcomes 
 There are several theoretical frameworks that help explain the relationship between 
extracurricular activity participation and positive adolescent development and provide rationale 
for the present study.   
Bioecological theory. Bronfenbrenner’s influential work on ecological systems theory 
(Bronfenbrenner, 1979) – or more recently referred to as bioecological theory (Bronfenbrenner 
& Morris, 2006) – provides an effective framework for past and future investigations of 
extracurricular activity involvement and developmental trajectories of youth. Bioecological 
theory posits that there is a complex, dynamic, and reciprocal relationship between an 
adolescent’s characteristics and their environment, and that these interactions impact their 
developmental trajectory. Extracurricular activities often provide a rich environmental context 
for positive youth development, given that they provide opportunities for identity formation, 
creation of interpersonal connections, and development of social, emotional, academic, and/or 
career-related skills. One important implication of this theoretical orientation is that the 
relationship between extracurricular activity involvement and its role in the developmental 
trajectories of youth is influenced by the specific characteristics of the developmental context 
(i.e., the extracurricular activity). For instance, the extent to which involvement in a particular 
extracurricular activity promotes positive academic and social/emotional well-being may depend 
on the diversity of experiences (e.g., sports, academics, arts, etc.), time spent engaged in these 
activities (e.g., 1 hour per week vs. 10 hours per week), the characteristics of peers involved in 
the extracurricular activity, or the characteristics of adults leading or coaching the extracurricular 
activity. As such, the present study examined characteristics of extracurricular activities that 
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were available for analysis (i.e., breadth and intensity of extracurricular activity involvement) as 
predictors of student success. 
Self-complexity theory. Self-complexity theory (Linville, 1985) posits that individuals 
who invest their time, effort, and resources into multiple activities or contexts are more likely to 
handle challenges and stressful situations better than those who invest all of their resources into 
one context. For example, involvement in multiple activity types may buffer the negative 
emotional consequences of failure in one context (e.g., getting cut from the soccer team). Thus, 
this theoretical framework provides a unique rationale for the inclusion of breadth of 
extracurricular activity involvement as an independent variable in the present study.  
Engagement theory.  Student engagement is referred to as a malleable, 
multidimensional construct that includes behavioral, affective, and cognitive components 
(Appleton, Christenson, Kim, & Reschly, 2006; Reschly & Christenson, 2012). Several studies 
have identified positive associations between high levels of student engagement and indicators of 
student success (Bempechat & Shernoff, 2012; Fredericks et al., 2004; Skinner & Pitzer, 2012). 
There are at least two ways in which extracurricular activity involvement relates to student 
engagement. First, extracurricular activity involvement has been conceptualized as one aspect of 
behavioral engagement, along with on-task behaviors and active participation in the classroom. 
Research suggests that students with higher levels of behavioral engagement are more likely to 
experience superior academic achievement and lower drop-out rates compared to students with 
lower levels of behavioral engagement (Archambault, Janosz, Morizot, & Pagani, 2009; 
Fredericks et al., 2004; Rumberger, & Rotermund, 2012). Second, many researchers argue that 
students must be fully engaged (behaviorally, cognitively, and affectively) within the 
extracurricular activity context in order to reap the full benefits of participation (Barkto, 2005; 
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Weiss, Little, & Bouffard, 2005). For example, a student who spends several hours involved in 
an extracurricular activity (i.e., high levels of intensity) and experiences high levels of affective 
and/or cognitive engagement within that context will likely gain different advantages from 
extracurricular activity participation when compared to a student with similar levels of 
involvement but experiences low levels of affective and cognitive engagement.   
Overscheduling hypothesis. Recent conceptualizations of the effects of extracurricular 
activity involvement on adolescents’ developmental outcomes have addressed concerns 
regarding the dosage of extracurricular activity involvement. Generally referred to as the 
overscheduling hypothesis (Mahoney et al., 2006), some researchers question whether the 
relationship between extracurricular activity participation and positive development is a linear 
relationship (i.e., “more is better”), or if there is a point in which the breadth (number of types of 
activities) or intensity (hours of involvement) detracts from academic work and/or cultivates 
emotional distress. This concern regarding the diminishing returns for youth who might be 
“overscheduled” is particularly salient for students enrolled in accelerated academic curricula. 
That population experiences higher levels of perceived stress (compared to students in the 
general education) stemming from the greater demands of their academic workload which 
contributes to feeling as if there is not enough time in the day to complete numerous academic 
requirements (Suldo, Shaunessy, Thalji, Michalowski, & Shaffer, 2009; Suldo & Shaunessy-
Dedrick, 2013).  
Measurement of Extracurricular Activity Involvement and Student Outcomes 
 Dichotomous approach to measurement of extracurricular activity participation. 
Early investigations of the relationship between extracurricular activity involvement and 
academic and emotional well-being typically measured participation dichotomously (i.e., 
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participant versus non-participant; Barber, Eccles, & Stone, 2001; Eccles & Barber, 1999; 
Fredricks & Eccles, 2006). For example, in order to examine the long-term risk and adjustment 
patterns associated with extracurricular activity involvement among a large sample of high 
school students, Barber et al. (2001) provided participants with a list of 16 sports and 30 school 
and community clubs and organizations and asked them to indicate all activities in which they 
participated. The various activities were then grouped into four categories: prosocial activities 
(e.g., volunteer and community-service, church activities), team sports (i.e., involvement in at 
least one school team), performing arts (e.g., band, drama, and/or dance), and school 
involvement (e.g., student government, cheerleading). Although the authors found that 
participation in different types of extracurricular activities (i.e., sports, prosocial activities, 
school involvement, and performing arts) differentially related to student outcomes (including 
substance use, self-esteem, and educational attainment), this approach failed to capture whether 
individual differences in the breadth, intensity, or duration of extracurricular activity 
involvement related to differences in these outcomes.  
 In addition, using this dichotomous approach places all “non-participants” into one large 
category, excluding important variations in non-participation. For example, there are at least 
three reasons that students may be categorized as non-participants: 1) they do not participate in 
any extracurricular activities; 2) they do not participate in any structured extracurricular activities 
listed on the measure of extracurricular activity involvement; or 3) they want to participate in 
extracurricular activities but are unable due to access, social, or personal barriers (Bohnert et al., 
2010). Given that extracurricular activity participation is associated with a host of favorable 
outcomes (compared to non-participation), placing all non-participants into one group may 
generate misleading findings regarding the effects of extracurricular activity involvement. 
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Indeed, initial studies using this “all-or-nothing” approach produced promising findings relating 
to extracurricular activity involvement and student outcomes. However, given that these findings 
did not incorporate the various complexities of extracurricular activity involvement, most 
scholars now recommend using a dimensional approach to the measurement of extracurricular 
activities (see Bohnert et al. [2010] for a review). Aligned with these recommendations, this 
study examined relationships between dimensions of extracurricular activity involvement (i.e., 
breadth and intensity) and student outcomes. 
 Dimensional approach to measurement of extracurricular activity participation. 
More recent investigations of extracurricular activity involvement and student outcomes have 
incorporated the multifaceted nature of participation into their measurement approaches. For 
example, a review conducted by Simpkins, Little, and Weiss (2004) described the various 
dimensions of extracurricular activity involvement in order to investigate how the “amount of 
exposure” to the extracurricular activity environment (i.e., breadth, intensity, and duration) 
related to student outcomes. Similarly, another review conducted by the Harvard Family 
Research Project conceptualized extracurricular activity participation as a multidimensional 
construct, taking into account the dosage of participation (breadth, intensity, duration). However, 
they broadened this conceptualization to include a combination of enrollment (i.e., “getting 
youth in the door”), attendance (i.e., breadth, intensity, and duration of involvement), and 
engagement (i.e., process of active involvement in the extracurricular activity context through 
behaviors, cognitions, and emotions). In other words, although enrollment and attendance are 
essential for extracurricular activity participation, they argued that students must be fully 
engaged within the extracurricular activity context in order to be considered a true participant 
(Weiss et al., 2005). In contrast, although Mahoney, Vandell, Simpkins, and Zarrett (2009) also 
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advocated for a dimensional approach to measuring the dosage of participation in extracurricular 
activities, they made a clear distinction between participation and engagement. Specifically, they 
described the various indicators of participation as relating to each other in a temporal 
progression. First, the students must become enrolled in an activity before they can technically 
attend. Attendance is then measured in terms of breadth and intensity, followed by duration and 
engagement. They conceptualized duration and engagement as related indices of involvement, 
given that increased engagement fosters an increased duration of involvement, and vice versa 
(Pearce & Larson, 2006). Taken together, these reviews highlight the recent trend towards 
assessing extracurricular activity participation as a multidimensional construct of involvement. 
 Over the last several decades, there have been a myriad of assessment strategies and data 
sources used to capture extracurricular activity participation. These include systematic reviews of 
yearbooks, as well as utilization of time diaries, experience sampling, interviews, questionnaires, 
and checklists. Although extracurricular activity participation can be measured qualitatively, the 
vast majority of measures of extracurricular activity involvement rely on students’ self-reports of 
participation via quantitative surveys or checklists (Mahoney et al., 2009). Using this method, 
researchers often ask students to report how much time they spend participating in various types 
of extracurricular activities (e.g., less than one hour per week, 10-19 hours per week, etc.). This 
method can capture enrollment, attendance, and breadth/intensity/duration of participation. It is 
important to note, however, that breadth of extracurricular activity participation does not simply 
refer to the number of specific extracurricular activities a student is involved in; rather, breadth 
typically refers to the total number of different activity types (or broader categories). For 
instance, a student who is involved in two performing arts activities (e.g., band and choir) would 
receive a breadth score of one, while a student who is involved in one performing arts activity 
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(e.g., band) and one sport (e.g., volleyball) would receive a breadth score of two. This distinction 
is important because breadth of participation is conceptualized as the extent to which students are 
involved in diverse experiences and contexts. 
For example, Bryan et al. (2012) measured extracurricular activity involvement among 
12th grade students from the Educational Longitudinal Study of 2002 (Ingels, Pratt, Rogers, 
Siegel, & Stutts, 2005) using a 2-indicator approach, which included the following variables: 1) 
intensity, or time spent on extracurricular activities (range = 0–21 hours per week); and 2) 
breadth of extracurricular activity involvement, created by totaling nine dichotomous (no, yes) 
items which asked students if they participated in various types of extracurricular activities (e.g., 
service clubs, honor society, vocational clubs, and student government). Similarly, Busseri, 
Rose-Krasnor, Willoughby, and Chalmers (2006) measured the breadth and intensity of 
extracurricular activity participation among high school students by asking them to indicate their 
frequency of participation on a scale of “0” (never) to “4” (everyday) across seven different 
activity types (e.g., school ports, school clubs, performing arts, volunteer work, etc.). Students’ 
breadth of involvement was calculated by summing the total number of activity types in which 
they indicated some degree of involvement, while intensity of involvement was calculated by 
averaging the frequency of involvement (including only the types of activities in which some 
degree of involvement was indicated). 
This study measured extracurricular activity involvement using a brief self-report 
questionnaire modeled after the measurement approach used by Bryan et al. (2012). However, 
rather than asking students to rate involvement in each activity type dichotomously (yes/no), 
participants were asked to rate how much time they spent involved in each activity type (i.e., 
“On average, in a typical week during this school year, how much time do you spend in...”). 
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Then, students were asked to rate their overall involvement in terms of number of hours per 
week (i.e., “On average, in a typical week during this school year, how much time do you spend 
in all extracurricular activities [including ones at school and those in the community]?”). This 
approach captures the intensity of participation (hours per week) for each activity type – and 
permits researchers to still dichotomize the variable at will (e.g., 0 = no hours of a given activity 
type; 1 = 1 or more hours of a given activity type) – as well as total intensity of extracurricular 
activity participation overall. 
Although there is growing agreement on what dimensions of participation should be 
measured, additional research is needed to form a definitive consensus regarding the best 
methods of capturing the various dimensions of extracurricular activity participation. As such, 
Bohnert et al. (2010) presented a “best practices” approach to measuring the various indices of 
extracurricular activity participation (presented in Table 1). The approach utilized for measuring 
breadth and intensity of extracurricular activity participation in the current study is aligned with 
the recommended assessment strategies indicated below.  
Table 1 
Recommended Assessment Strategies for Measuring Extracurricular Activity Involvement 
(adapted from Bohnert et al. [2010]) 
Dimension Recommended Assessment Strategy 
Breadth Measure the number of unique activities types in which students participate, then 
sum to calculate the total breadth score. 
Utilize dispersion methods in order to identify homogeneity indices of 
involvement. 
Utilize cluster analytic approaches in order to discern unique categories (types) 
of involvement. 
Intensity Measure the average number of hours that students participate in extracurricular 
activities (including all activity types). 
Measure the total number of hours that students participate in each 
extracurricular activity type. 
Assess intensity of participation using time diary methods. 
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Table 1 (Continued) 
Dimension Recommended Assessment Strategy 
Intensity 
(cont.) 
If longitudinal data collection is possible, assess intensity over multiple time 
points in order to measure variation in participation over time. 
Duration Measure the total number of years students spend in each type of extracurricular 
activity. 
If longitudinal data collection is possible, assess duration by examining the 
consistency of participation in each activity type over time. 
Engagement Create and utilize measures of behavioral, emotional, and cognitive engagement.  
Measure behavioral and emotional engagement using experience sampling 
methods. 
Measure engagement over time using qualitative assessment strategies. 
 
 Self-selection bias. Another important methodological issue inherent to the study of 
extracurricular activity involvement is self-selection bias, or the idea that adolescents with better 
developmental trajectories tend to choose to participate in extracurricular activities and/or 
encounter fewer barriers to participation in extracurricular activities. Despite growing evidence 
that extracurricular activity participation is associated with positive outcomes among high school 
students, the fact that students select participation (and are not randomly assigned to 
participation) limits researchers’ ability to discern a causal link between extracurricular activity 
involvement and student outcomes. Thus, the promotive effects of extracurricular activity 
involvement on student outcomes established in the literature may be overinflated. Furthermore, 
research suggests a myriad of personal and contextual factors that predict levels of 
extracurricular activity involvement. These include demographic factors (e.g., race/ethnicity, 
gender, age, and socioeconomic status [SES]), individual characteristics (e.g., competence, 
interest/motivation), peer characteristics (e.g., peer involvement in activities, values of peers), 
parental factors (e.g., parenting style, level of support, values of parents), and 
neighborhood/school factors (e.g., availability of extracurricular activities and/or safety; Bohnert 
et al., 2010; Mahoney et al., 2009). Bohnert et al. (2010) developed a conceptual model of 
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extracurricular activity (or organized activities [OA]) participation that includes these predictor 
variables (see Figure 1). 
 
Figure 1. Conceptual model of participation in extracurricular activities (or organized activities 
[OA]) adapted from Bohnert et al. (2010). 
 
 Fortunately, the utilization of more complex statistical analyses (e.g., multilevel 
modeling, pattern analysis) in addition to longitudinal approaches to measurement of 
extracurricular activity participation can help control for self-selection variables, improving 
researchers’ ability to discern whether findings are likely effects from extracurricular activity 
involvement and not due to other factors influencing student outcomes (Bohnert et al., 2010). 
Given that the present study used cross-sectional and not longitudinal data, a variable established 
in the literature as potentially confounding (i.e., SES) was statistically controlled. 
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Extracurricular Activity Involvement among High School Students 
 Among students in the United States, research indicates that over 70% participate in 
structured extracurricular activities (Feldman & Matjasko, 2005; Mahoney et al., 2006). In 
regards to specific dimensions of extracurricular activity participation, research suggests that on 
average, typical high school students participate in about 2-3 specific extracurricular activities 
(Fredricks, 2012) or activity types (Fredricks & Eccles, 2010), and spend approximately 5-6 
hours per week (across all activities) on extracurricular activity involvement (Fredricks, 2012; 
Mahoney et al., 2006). Data obtained from the Educational Longitudinal Study (ELS: 2002), a 
nationally representative longitudinal sample of high school students (N = 13,130), revealed that 
21% of high school students reported no involvement in extracurricular activities, while just over 
3% of students reported spending at or over 20 hours per week involved in various 
extracurricular activity contexts (Fredricks, 2012).  
In regards to the various types of extracurricular activities, involvement in sports is the 
most common compared to any other type of extracurricular activity. The National Center for 
Educational Statistics (U.S. Department of Education & NCES, 2015) reported that among a 
sample of high school seniors from the 2004 school year, the most common type of 
extracurricular activity type that students were involved in was athletics (including 
interscholastic and intramural sports; 44%), followed by performing arts (including band, 
orchestra, chorus, or choir; 21%), hobby clubs (12%), academic clubs (21%), and vocational 
clubs (16%). Interestingly, the rate of participation in academic and vocational clubs declined 
between the years of 1990 and 2004, while student participation in athletics increased over time. 
Additional information regarding the rates of involvement based on type of extracurricular 
activity is presented in Table 2. 
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Table 2 
 
Rates of High School Student Involvement by Extracurricular Activity Type 
 
Activity Type Rates of Involvement (Expanded) Overall Rates of 
Involvement 
(Collapsed) 
Athletics 
(including 
interscholastic and 
intramural sports)  
• 40% (according to 2011 U.S. Census) 
• 41% of high school students (Fredricks & Eccles, 2010) 
• 44% of high school seniors from 2004 school year (U.S. 
Department of Education & NCES, 2015) 
• 44% of high school students participated in sports outside 
of school, while 42% participated in sports at school 
(Rose-Krasnor et al., 2006) 
• 46% of 9-12th grade students (Veliz, & Shakib, 2014)  
• 55% of 9th grade students from 2004 school year (U.S. 
Department of Education & NCES, 2009) 
• 58% of high school seniors from 2014 school year (Child 
Trends Data Bank, 2015) 
40-58% 
Performing arts 
(including band, 
orchestra, chorus, 
or choir) 
• 21% of seniors from 2004 school year (U.S. Department 
of Education & NCES, 2015) 
• 22% of 10th grade high school students from 2004 school 
year (U.S. Department of Education & NCES, 2015) 
• 33% of high school students reported playing musical 
instruments (Rose-Krasnor et al., 2006) 
21-33% 
Cheerleading/ drill 
team 
• 14% of high school sophomores from 2002 school year 
(U.S. Department of Education & NCES, 2005) 
14% 
Hobby clubs 
(photography, 
chess, etc.) 
• 10% of high school sophomores from 2002 school year 
(U.S. Department of Education & NCES, 2005) 
• 12% of high school seniors from 2004 school year (U.S. 
Department of Education & NCES, 2015) 
• 42% of high school students (Fredricks & Eccles, 2010) 
10-42% 
Academic clubs  • 8% of high school sophomores from 2002 school year 
(U.S. Department of Education & NCES, 2005) 
• 21% of high school seniors from 2004 school year (U.S. 
Department of Education & NCES, 2015) 
8-21% 
Vocational clubs 
(Future Farmers of 
America, 
SkillsUSA, etc.) 
• 8% of high school sophomores from 2002 school year 
(U.S. Department of Education & NCES, 2005) 
• 16% of high school seniors from 2004 school year (U.S. 
Department of Education & NCES, 2015) 
8-16% 
Volunteering •  41% of high school students (Rose-Krasnor et al., 2006) 
• 56% of high school students (Fredricks & Eccles, 2010) 
41-56% 
Drama/fine arts • 21% of high school students (Rose-Krasnor et al., 2006) 21% 
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Despite the plethora of literature examining extracurricular activity participation among 
typical high school students, no literature to date has examined the breadth or intensity of 
extracurricular activity participation among AP and IB students. However, a handful of studies 
have investigated rates of extracurricular activity participation among populations of youth who 
are particularly likely to enroll in AP/IB, namely gifted and talented students. For example, 
Olszewski-Kubilius and Lee (2004) found that gifted students participating in a 3-week summer 
program in the Midwestern U.S. (N = 230; grades 4-12) were highly involved in sports (72% of 
sample), band/orchestra/jazz (67%), and academic clubs (56%), while less involved in political 
organizations (10%), photography (7%), and cheerleading/pep club (4.5%). Two other studies 
investigating extracurricular activity involvement among academically gifted and talented 
students indicated that these students tend to participate in extracurricular activities at higher 
rates, as well as in greater numbers of different activity types, compared to typical high school 
students (Haensly, Lupkowski & Edlind, 1986; Marsh, 1992).  
Although there is no research examining rates of participation or outcomes associated 
with extracurricular activity involvement among students enrolled in AP courses and IB 
programs, there are school, state, and curricular policies in place that may require some AP and 
IB students to participate in service activities. For example, high school students in Florida who 
wish to qualify for the Florida Academic Scholars (FAS) award or the Florida Medallion 
Scholars (FMS) award must complete at least 100 or 75 service hours, respectively. This is 
notable given that most AP students are college bound and often apply for these state-sponsored 
scholarships. In addition, IB programs require students to take part in at least 150 hours of 
creative, action, and service activities (CAS). The “creativity” requirement can be fulfilled by 
participating in art-related extracurricular activities (e.g., band, theater, drawing club). The 
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“activity” requirement can be fulfilled by engaging in extracurricular activities that involve 
physical exertion (e.g., school-based or community sports teams). The “service” requirement can 
be fulfilled by volunteering in the community. Collectively, these program requirements may 
increase the proportion of students involved in extracurricular activities among students enrolled 
in AP courses and IB programs.  
On the other hand, it is possible for students to satisfy the CAS requirements outside of 
extracurricular activity participation. There may also be school-specific policies regarding 
extracurricular activities that may reduce participation, such as a minimum GPA requirement for 
eligibility to play on a sports team. In addition, students enrolled in accelerated high school 
curricula may feel that extracurricular activity involvement interferes with studying time, thus 
reducing the likelihood that they participate. In two qualitative studies examining the 
perspectives of AP and IB students, participants noted that their rigorous academic workload 
limited their ability to participate in extracurricular activities (Foust, Hertberg-Davis, & 
Callahan, 2009; Milburn, 2011). In a qualitative study conducted by Milburn (2011), one AP 
student reported that she felt as though she had to discontinue involvement in some 
extracurricular activities as she enrolled in additional AP courses: “The years before, I did 
volleyball, track, hung out with friends, and watched TV with family. When I took the AP 
classes, those activities were simply traded with more studying” (Milburn, 2011, p. 122). 
Moreover, results from a survey of IB graduates from two Canadian high schools indicated that a 
sizable minority (nearly 19%) of participants felt that they would have participated in more 
extracurricular activities if they were not enrolled in IB (Taylor & Porath, 2006). Clearly, 
additional research is needed to better understand the rates of extracurricular activity 
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participation, as well as predictors and outcomes associated with participation, among students 
enrolled in AP and IB curricula. 
 Predictors of extracurricular activity participation. In regards to variations in 
extracurricular activity participation based on student characteristics, research suggests that 
demographic factors (e.g., race/ethnicity, gender, age, and socioeconomic status), individual 
characteristics (e.g., competence, interest/motivation), peer characteristics (e.g., peer 
involvement in activities, values of peers), parental factors (e.g., parenting style, level of support, 
values of parents), and neighborhood/school factors (e.g., availability of extracurricular 
activities, safety) predict extracurricular activity involvement among high school students 
(Bohnert et al., 2010; Mahoney et al., 2009). For example, a consistent finding in the 
extracurricular activity literature is that high school students from low SES backgrounds are less 
likely to participate in almost all extracurricular activity types compared to students from more 
affluent families (Fredricks & Eccles, 2006; Marsh & Kleitman, 2002; Theokas & Bloch, 2006). 
This discrepancy tends to widen with activities that require more financial investment from 
families, such as participation in athletics (Bouffard et al., 2006; Simpkins, Ripke et al., 2005). 
However, data from the NCES indicated that although high school students from low SES 
backgrounds had lower rates of participation across almost all activity types, rates of 
participation in vocational clubs (such as Future Farmers of America, SkillsUSA, etc.) were 
higher when compared to students from high SES backgrounds.  
In regard to race/ethnicity, findings from the literature are mixed. While some studies 
report that Black and Hispanic students are more likely to participate in some extracurricular 
activity types compared to White students (Bouffard et al., 2006; Mahoney & Cairns, 1997; 
Marsh & Kleitman, 2002), others found the opposite (Darling, 2005; Larson, Richards, Sims, & 
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Dworkin, 2001; Theokas & Bloch, 2006). The differences in findings relating to race/ethnicity 
may be due to differences in participation by type of activity. For instance, some research 
suggests that Black and/or Hispanic students are more likely to participate in sports and religious 
groups when compared to White students (Bouffard et al., 2006). Further, research suggests that 
Asian students tend to be less likely to participate in sports compared to other racial/ethnic 
groups, but are more likely to participate in academic clubs (NCES, 2005) and leadership groups 
(Darling, Caldwell, & Smith, 2005). 
In regard to gender differences, Knifsend and Graham (2012) found that males tended to 
participate in extracurricular activities at higher rates than females; however, other studies have 
found conflicting results (Bucknavage & Worrell, 2005). Again, these findings tend to vary when 
different types of extracurricular activities types are considered. For example, some research 
suggests that males tend to participate in athletics and academic/leadership groups at higher rates 
than females, while others have found that females are more likely to engage in music or 
performing arts (Evans, Schweingruber, & Stevenson, 2002; Knifsend & Graham, 2012). 
Researchers have also identified differences in extracurricular activity participation based on 
students’ age and year in school. For example, Gifford and Dean (1990) found that youth were 
more likely to participate in any extracurricular activities when they were not the youngest grade 
in their school (i.e., 9th graders in a junior high setting were more likely to participate in 
extracurricular activities compared to 9th graders in a high school setting [grades 9-12]). Given 
these findings relating to differences in extracurricular activity participation based on 
demographic factors, students’ SES was included as a covariate in the regression analyses 
conducted in the current study. It was outside the scope of the current study to similarly examine 
other individual student characteristics, peer/familial factors, and neighborhood/school factors.  
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Extracurricular Activity Involvement and Student Outcomes 
Type of extracurricular activity and student outcomes. From a bioecological 
perspective, different activity contexts provide students with distinct opportunities for learning 
environments and developmental opportunities. Aligned with this view, researchers have 
examined whether some activity types provide superior contexts for adolescent development 
compared to others. Indeed, existing literature suggests that the type of extracurricular activity 
(e.g., athletics, performing arts, student government) may differentially predict indicators of 
student success. For example, research suggests that students who participate in sports tend to 
have higher GPAs, are more likely to attend college, report greater independence and satisfaction 
in their first job following high school, are less likely to abuse substances (e.g., cigarettes, 
marijuana, cocaine), experience less depressive symptoms, and are less likely to engage in 
suicidal behaviors compared to student who were not involved in sports (Barber et al., 2001; 
Fredricks & Eccles, 2006; Gore, Farrell, & Gordon, 2001). Researchers posit that sports 
participation is a context for positive youth development because it provides students with 
opportunities to set goals, work with a team to sustain effort towards those goals, and learn how 
to regulate their emotions (following wins and losses; Hansen & Larson, 2007).  
Although less empirically studied than sports participation, most research also indicates 
that student participation in arts (e.g., music, dance, drama, fine arts, and photography) is 
associated with positive student outcomes. Specifically, several studies indicate that participation 
in performing arts (compared to non-participation) is associated with higher GPAs, lower rates of 
school dropout, and higher levels of educational attainment following high school (for males 
only; Barber et al., 2001; Eccles et al., 2003; McNeal, 1995). Similarly, participation in academic 
clubs (e.g., student government, leadership clubs) has been associated with academic 
31 
 
achievement during high school and higher levels of educational attainment following high 
school (compared to non-participation in academic clubs; Eccles et al., 2003; Marsh & Kleitman, 
2002). In addition, Barber and colleagues (Barber et al., 2001; Eccles & Barber, 1999) found that 
although participation in any type of extracurricular activity predicted better academic 
achievement among students (compared to non-participation), those who participated in 
“prosocial” extracurricular activities (attending church or volunteering in the community) had 
particularly low rates of risky behaviors (e.g., alcohol and marijuana use). Collectively, these 
findings suggest that some differences may exist between activity types in terms of the 
developmental contexts they provide to adolescents. 
 Breadth of extracurricular activity involvement and student outcomes. Breadth of 
extracurricular activity involvement refers to the number of different activity categories in which 
a student participates (e.g., athletics, academic clubs, and performing arts). Researchers posit that 
participating in a variety of different activities exposes adolescents to a broader range of growth 
experiences, fostering their identity exploration and formation (Bohnert et al., 2010). Socially, 
individuals who participate in a wider variety of activities will develop a broader web of social 
support, including both competent, supportive adults and prosocial peers (Kahn & Antonucci, 
1980). Moreover, according to self-complexity theory (Linville, 1985), individuals who invest 
their time, effort, and resources into multiple activities or contexts are more likely to handle 
challenges and stressful situations better than those who invest all of their resources into one 
context. For example, involvement in multiple activity types may buffer the negative emotional 
consequences of failure in one context (e.g., getting cut from the soccer team). Overall, recent 
research suggests that students who are engaged in more types of extracurricular activities tend 
to experience better academic and social-emotional outcomes. These findings have been 
32 
 
demonstrated in both cross-sectional (Fredricks & Eccles, 2010) and longitudinal (Fredricks, 
2012; Knifsend & Graham, 2012) studies after controlling for self-selection factors such as age, 
gender, and parental education. 
Breadth and academic outcomes. In regard to academic outcomes, several studies 
conducted within the last decade have found positive associations between the breadth of activity 
involvement and indicators of positive academic functioning, including overall grades, 
educational aspirations, attendance, and cognitive engagement in class (Busseri et al., 2006; 
Denault & Poulin, 2009; Rose-Krasnor et al., 2006). For example, Fredricks (2012) used data 
from the Educational Longitudinal Study (ELS: 2002) to evaluate the longitudinal relationship 
between the breadth of extracurricular activity participation among 10th grade students (N = 
13,130) and indicators of academic success (including mathematics achievement test scores, 
GPA, and educational expectations assessed two years later during their 12th grade year, as well 
as educational status measured 2 years following graduation from high school). In order to 
measure breadth of extracurricular activity involvement, students were asked to indicate their 
involvement (yes/no) in a variety of extracurricular activity types, including academic activities, 
intramural sports (e.g., football, baseball, softball, basketball, soccer, other individual sport, and 
other team sport), and school-based activities (e.g., school band/chorus, school play or musical, 
student government, academic honor society, school yearbook or newspaper, school service club, 
school academic club, school hobby club, school vocational club, and cheerleading) during their 
10th grade year. Students’ overall breadth scores were calculated by summing all of the activity 
types in which students indicated participation. After statistically controlling for potential self-
selection factors (i.e., demographic factors, prior achievement, and school size), Fredricks (2012) 
found that the breadth of extracurricular activity involvement during their 10th grade year was 
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positively associated with indicators of academic success assessed during their 12th grade year, 
including math achievement test scores, grades, and educational expectations. Moreover, breadth 
of participation also predicted educational attainment assessed 2 years following high school 
graduation. Notably, the relationships between the breadth of students’ extracurricular activity 
involvement and their academic outcomes (including math achievement test scores, grades, and 
educational expectations) were curvilinear, suggesting that there was a point of diminishing 
returns in regard to breadth of involvement. In other words, indicators of academic success 
initially increased as breadth of extracurricular activity involvement increased. However, these 
indicators of academic success began to decline at moderate-to-high levels of involvement (i.e., 
5-7 activity types). Interestingly, in the majority of models (with the exception of math 
achievement), students with high levels of extracurricular activity involvement (more than 9 
activities) had higher academic outcomes compared to students who were not involved in any 
extracurricular activities. Taken together, these findings suggest that although participation in a 
wide breadth of extracurricular activity contexts is associated with academic adjustment among 
high school students, there is a point at which increased extracurricular activity involvement does 
not predict increased benefits. This study had many methodological strengths (e.g., longitudinal 
design, large sample size), but did not specify (or examine in analyses) whether or not students 
were high-achieving, gifted, and/or enrolled AP or IB courses.  
Similarly, Knifsend and Graham (2012) examined the relationship between breadth of 
extracurricular activity involvement and students’ sense of belonging at school, academic 
engagement, and grade point average (GPA) among a large, diverse sample (N = 864) of high 
school students (curricular context unspecified). During their 11th grade year, students completed 
a brief, 4-item measure of extracurricular activity participation, which asked them to indicate 
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their involvement in four different activity types by responding yes or no (i.e., ‘‘Do you 
participate in any [academic/leadership groups, arts activities, clubs, sports] at school?”). The 
following example activities for each activity type were provided: academic/leadership groups 
(e.g., student government or Junior Reserve Officers’ Training Corps [ROTC]), arts (e.g., band 
or visual arts), clubs (e.g., Gay Lesbian Bisexual Transgender [GLBT] groups or environmental 
groups), and sports (e.g., basketball or track). On average, students reported participating in two 
to three different activity types (M= 2.19, SD= 1.34), with the majority of students indicating 
involvement in three types of extracurricular activities (24%), followed by two (23%), four 
(20%), one (18%), and zero (14%).  Multiple regression models were then conducted to examine 
how the breadth of activity domains in the spring of 11th grade related to student outcomes 
(including sense of belonging at school, academic engagement, and GPA) in 11th grade and later 
in 12th grade. Results revealed a curvilinear relationship between breadth of involvement and 
student outcomes. Specifically, compared to students who were more or less involved, students 
involved in two activity types reported a greater sense of belonging in both 11th and 12th grade, 
higher GPAs in 11th grade, and higher levels of academic engagement in 12th grade. Moreover, 
the authors found that students’ sense of belonging in 11th grade partially mediated the 
relationship between breadth of extracurricular activity participation in 11th grade and indicators 
of academic engagement one year later (12th grade). This suggests that involvement in a 
moderate number of extracurricular activity types (i.e., two activities types out of a possible 
maximum of four) may foster students’ affective engagement towards school and promote 
academic achievement. Similar to Fredricks (2012), this study did not assess whether students 
were high-achieving, gifted, and/or enrolled AP or IB courses. 
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 Breadth and social/emotional outcomes. In regard to social and emotional outcomes, a 
handful of studies have examined associations between the breadth of extracurricular activity 
involvement and mental health outcomes, such as anxiety, depression, self-esteem, and 
loneliness (see Farb and Matjasko [2012] for a review). Although some research has failed to 
find significant promotive effects of participation in a wide variety of extracurricular activity 
types on mental health outcomes (e.g., Denault & Poulin, 2009), the majority of literature to date 
suggests that breadth of participation is positively associated with higher levels of self-esteem, 
optimism, and school belongingness, as well as lower levels of depression, social anxiety, 
delinquent behavior (Knifsend & Graham, 2011; Rose-Krasnor et al., 2006). For example, Rose-
Krasnor et al. (2006) examined whether involvement in a higher number of activity types was 
associated with fewer risk behaviors as well as higher levels of psychological wellbeing and 
interpersonal functioning among a large sample (N = 7,430) of Canadian high school students. 
Participants rated their levels of extracurricular activity involvement by indicating how often 
(within the previous month) they participated in the following eight activity categories: “played 
school sports”; “played organized sports outside of school”; “gone to school clubs”; “gone to 
clubs outside of school”; “done theatre arts outside of school”; “practiced a musical instrument”; 
“done volunteer work”; and “been a leader in a school or community activity.” Breadth of 
extracurricular activity participation was calculated by summing the total number of activity 
categories students indicated as having at least some degree of involvement. Most students in the 
sample indicated involvement in two to three extracurricular activities, with an average breath of 
involvement of 2.76 (SD= 2.02). Pairwise correlations indicated that greater breadth of 
involvement was associated with less involvement in risky behaviors (e.g., substance use, sexual 
activity, and delinquent and/or aggressive behaviors such as carrying a gun or pushing/shoving 
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someone), higher levels of psychological wellbeing (measured using self-reported ratings of 
depression, social anxiety, self-esteem, optimism, and experiences of daily hassles), stronger 
academic orientation, and stronger interpersonal functioning (Rose-Krasnor et al., 2006). 
Interestingly, their analyses also revealed nonlinear relationships between the number of activity 
types students participated in and their academic and social-emotional outcomes. Specifically, 
participation in 6-8 different types of extracurricular activities was no more beneficial in terms of 
academic and social-emotional outcomes (including academic orientation and risk behaviors) 
when compared to youth participating in five activities.  
 Fredricks and Eccles (2010) also observed a nonlinear relationship between breadth of 
involvement and academic and social-emotional outcomes among an economically diverse 
sample (N= 912; 51% female) of African-American and European-American high school 
students. The authors did not report the proportion of students enrolled in AP or IB coursework. 
In this study, 11th grade students completed measures of extracurricular activity participation 
(indicating whether or not they participated in seven different types of school- and community-
based activities), academic adjustment (including self-reported GPA and future educational 
aspirations), alcohol and drug use, and psychological adjustment (including measures of self-
esteem, depression, and general internalizing/externalizing behaviors). One year later, the same 
students were asked how much schooling they had completed (e.g., graduated high school, 
GED/vocational training, some college). They found that most students in this sample 
participated in between two and three activities (M= 2.62, SD= 1.64), and that involvement in a 
greater number of activity types predicted higher overall grades and educational expectations 
(assessed during students’ 11th grade year), as well as lower ratings of internalizing/externalizing 
behaviors and substance use. However, higher levels of involvement only predicted increases in 
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positive outcomes to a certain point. At high levels of involvement (i.e., 6 or more activity 
types), these outcomes decreased, suggesting threshold effects. Taken together, these findings 
suggest that participation in an optimal variety of activity types may provide a positive 
developmental context for youth to develop academically, socially, and emotionally. In regards 
to the optimal number of types, research suggests that students who are involved in 
approximately 5 different types of extracurricular activities tend to have the best academic and 
emotional outcomes (Fredricks & Eccles, 2010; Rose-Krasnor et al., 2006). 
 Intensity of extracurricular activity involvement and student outcomes. Another 
dimension of extracurricular activity involvement is intensity, which refers to the frequency of 
participation. Some researchers describe intensity as the dosage of extracurricular activity 
participation, or the amount of exposure the student gets to one or multiple activity contexts 
(Hansen & Larson, 2007). Scholars posit that frequent or intense participation in extracurricular 
activities provides adolescents with opportunities to develop mastery of skills or knowledge, and 
allows for deeper social connections with adults and peers in that particular context (Bohnert, 
Aikins, & Edidin 2007; Fredricks & Eccles, 2005). In general, associations between intensity of 
extracurricular activity involvement and academic and psychological outcomes have been mixed. 
 Intensity and academic outcomes. In regard to academic achievement, findings from 
several cross-sectional studies indicated that more intense extracurricular activity participation 
was related to superior academic outcomes, including higher grades, better organizational skills, 
and higher achievement test scores (Cooper, Valentine, Nye, & Lindsay, 1999; Darling, 2005; 
Dotterer, McHale, & Crouter, 2007; Mahoney et al., 2006; Rose-Krasnor et al., 2006). However, 
findings from longitudinal studies have yielded inconsistent associations between intensity of 
participation and student outcomes (Busseri et al., 2006; Marsh & Kleitman, 2002). For example, 
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a cross-sectional study conducted by Rose-Krasnor et al. (2006) examined whether students’ 
intensity of involvement in extracurricular activities was positively associated with their 
academic orientation (i.e., grades, educational goals, use of time management, interest in school, 
perceived importance of schooling, and attendance) among a large sample (N = 7,430) of 
Canadian high school students aged 13-18 years old (proportion of students enrolled in AP or IB 
coursework was not specified). Intensity of extracurricular activity participation was calculated 
by averaging the frequency of involvement (from “never” to “everyday”) based on activities in 
which students reported at least some degree of participation. Results indicated that students’ 
intensity of extracurricular activity participation was positively associated with their academic 
orientation. However, when they examined the magnitude of the intensity effects simultaneously 
with breadth of involvement (using multiple regression analyses), they found that breadth was a 
stronger predictor of student outcomes compared to intensity (Rose-Krasnor et al., 2006). 
Furthermore, a follow-up study revealed that despite finding significant associations between 
intensity of participation and academic outcomes in the aforementioned cross-sectional study 
(Rose-Krasnor et al., 2006), these associations were no longer significant at the end of a 2-year 
longitudinal study in which the same sample of high school students was followed (Busseri et al., 
2006). In contrast, however, Denault and Poulin (2009) found that increased intensity of 
involvement (sum total number of hours spent across all extracurricular activities over a full 
school year) in early adolescence (N = 299; i.e., 7th grade) predicted superior academic outcomes 
(including grades, educational goals, self-perceived academic competence, and attendance) in 
late adolescence (i.e., 11th grade). Given these mixed findings, additional research examining 
associations between intensity of involvement and academic outcomes is warranted. 
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 Intensity and social/emotional outcomes. In regards to social and emotional outcomes, 
intensity of extracurricular activity participation has been linked to improved psychological well-
being, self-esteem, altruistic behaviors, and fewer depressive symptoms (Dotterer et al., 2007; 
Fredricks & Eccles, 2005; Mahoney et al., 2006; March, 1992; Marsh & Kleitman, 2002; 
McHale, Crouter, & Tucker, 2001; Morrissey & Werner-Wilson, 2005; Ripke, Huston, & Casey, 
2006; Rose-Krasnor et al., 2006; Simpkins, Fredricks, Davis-Kean, & Eccles, 2006). For 
example, Marsh and colleagues (March, 1992; Marsh & Kleitman, 2002) examined whether 
there was a relationship between intensity of extracurricular activity participation and 
psychological (i.e., locus of control, self-esteem) and behavioral (i.e., less risky behaviors) 
outcomes among two large, nationally representative samples of high school students (National 
Education Longitudinal Study [NELS; N= 4,250] and High School and Beyond [N= 10,613]). 
The proportion of students enrolled in AP or IB coursework was not reported in either study. 
Overall, they found that the associations between the intensity of participation and students’ 
psychological and behavioral well-being were positive initially, but declined at high levels of 
involvement (i.e., intensity scores between 1.42 and 3.28 standard deviations above the mean), 
suggesting threshold effects (March, 1992; Marsh & Kleitman, 2002). Similarly, Randall and 
Bohnert (2009) observed a curvilinear relationship between intensity of extracurricular activity 
participation and the presence of depressive symptoms among a diverse sample of 9th and 10th 
grade high school students (N= 152). Specifically, they found that up to moderately high levels 
of participation (i.e., 10 hours per week), depressive symptoms declined, but as students’ 
intensity of involvement exceeded this threshold (i.e., participated in more than 10 hours per 
week) students began experiencing increasing levels of depressive symptoms (Randall & 
Bohnert, 2009). Further, students who were involved at extremely high levels of intensity (i.e., 
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20 or more hours per week) experienced more depressive symptoms compared to students who 
did not participate in extracurricular activities at all.  
 However, other studies examining intensity of participation and psychological outcomes 
have yielded conflicting results. For example, although Rose-Krasnor et al. (2006) found 
associations between higher intensity scores and some indicators of psychological well-being 
(i.e., higher ratings of self-esteem and feelings of optimism), associations between intensity of 
involvement and symptoms of depression and social anxiety were not significant after adjusting 
for breadth of participation (Rose-Krasnor et al., 2006). Moreover, in the subsequent longitudinal 
study, Busseri et al. (2006) found that greater intensity of extracurricular activity involvement 
was not related to academic functioning (e.g., grades, educational aspirations, perceived value of 
education) or psychological well-being (e.g., depression, social anxiety, self-esteem, experiences 
of daily hassles), but was linked to lower ratings of interpersonal functioning (e.g., parental 
attachment, friendship quality, available support) and higher rates of risky behaviors (e.g., 
substance use, delinquent behaviors) over time. Such findings caused the researchers to 
speculate: 
 One interpretation is that greater intensity may have attendant costs in terms of prosocial 
bonds with parents, friends, and peers. Another possibility is that some youth who are 
troubled or unhappy with their lives may attempt to compensate through frequent activity 
involvement. We consider both of these interpretations as speculative, however, and 
caution that further research is needed prior to generalizing this result (p. 1322). 
Given these mixed findings, additional research examining associations between intensity of 
extracurricular activity participation and psychological outcomes is necessary. 
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Moderators and Mediators of Extracurricular Activity Involvement and Student Outcomes 
 Research on other samples has indicated a few moderating and mediating variables that 
potentially influence the relationship between dimensions of extracurricular activity involvement 
and student outcomes.  
 Gender as a moderator. Although the large majority of literature to date suggests that 
the promotive effects of extracurricular activity participation is generalizable to males and 
females alike, two studies have identified gender as a significant moderator of the relationship 
between extracurricular activity participation and student outcomes (Fredricks & Eccles, 2008; 
Miller, Melnick, Barnes, Farrell, & Sabo, 2005). Fredricks and Eccles (2008) found that among a 
large sample of diverse youth (N= 1,047), involvement in out of school recreation activities 
during 7th grade predicted the presence of “prosocial” peers (e.g., doing well in school, attending 
religious activities) during 11th grade for females, but not for males. In addition, they observed a 
lower than expected decline in students’ evaluation of educational value for males involved in 
school clubs, but not females. The authors posited that these findings may suggest that males are 
more likely than females to participate in academically-oriented extracurricular activities, and 
females may participate in activities with higher proportions of prosocial peers compared to 
males. However, a significant limitation of this study was that dichotomous (yes/no) measures of 
extracurricular activity participation were used in their analyses, precluding their ability to 
examine differences in outcomes based on various dimensions (e.g., breadth or intensity) of 
participation. Miller et al. (2005) found that females (aged 14-19 years) who participated in 
athletics tended to have higher grades than female non-athletes. Conversely, male athletes tended 
to have lower grades than male non-athletes. Taken together, these findings suggest that 
relationships between extracurricular activity involvement and student outcomes may be 
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moderated by students’ gender. Additional research replicating these findings using larger 
samples and non-dichotomous measures of extracurricular activity participation is warranted. 
 Race/ethnicity as a moderator. A few studies have investigated whether race or 
ethnicity moderates the relationship between extracurricular activity involvement and student 
outcomes. First, in the aforementioned study conducted by Fredricks and Eccles (2006), findings 
indicated that White students involved in athletics during 11th grade were significantly less likely 
to abuse substances (alcohol/marijuana), while Black students involved in sports (during 11th 
grade) were more likely to use alcohol (no significant findings for marijuana). In addition, they 
found that 11th grade students’ participation in school clubs predicted lower ratings of 
internalizing symptoms (e.g., anxiety, depression) for Black students, but not White students. In 
a later study using the same sample, Fredricks and Eccles (2008) found that student participation 
in school clubs during their 8th grade year predicted higher GPAs during their 11th grade year for 
White (but not Black) students. Second, using data from the NELS study, Lleras (2008) found 
that participation in fine arts was associated with overall lower future job earnings except for 
those who identified as Black. Finally, Miller et al. (2005) found that Black high school students 
who identified as “jocks” (i.e., involved in athletics), tended to have lower grades than those who 
did not consider themselves jocks. Although research suggests that relationships between 
extracurricular activity involvement and student outcomes may be moderated by students’ 
race/ethnicity, there are not yet clear patterns of the effects of race/ethnicity on specific 
outcomes, leaving too many moderator terms to examine in an exploratory fashion in this thesis.  
Academic program as a moderator. Not all accelerated academic programs are created 
equal with regard to their curricular demands.  For instance, the IB program requires students to 
complete over 150 CAS hours and do an independent research project, in addition to completed 
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accelerated coursework, whereas the demands tied to a taking a single AP class may not go 
beyond the course requirements. To date, no research has examined the potential moderating 
effects of academic program on extracurricular activity participation as a predictor of student 
outcomes. However, a qualitative study of gifted high school students found that compared to AP 
students, IB students were more likely to report a more demanding and time-consuming 
workload (Hertberg-Davis & Callahan, 2008), as well as more intense fatigue as a result of these 
demands (Foust, Hertberg-Davis, & Callahan, 2009). Moreover, IB students in another 
qualitative study were more likely to express negative feelings about the “rigidity” of their 
program, due to the restraints it put on their ability to select classes of their choosing, interact 
with non-IB peers, and become involved in additional extracurricular activities (Foust et al., 
2009). For example, one IB student from Foust et al.’s qualitative research stated, “I didn't know 
it was going to take that much time of my life. I didn't get to do any of the clubs that I wanted to 
do. I didn't get to join any organizations I wanted to. I couldn't get an afternoon job. It took away 
so much time” (p. 303). As such, this study examined academic program (AP vs. IB) as a 
moderator in order to provide school personnel information about whether there are significant 
differences between their AP and IB students in terms of recommendations for extracurricular 
activity participation.  
 Affective engagement as a mediator. There is a dearth of research examining factors 
that mediate the relationship between extracurricular activity participation and student outcomes. 
However, the aforementioned study by Knifsend and Graham (2011) found that students’ sense 
of belonging at school mediated the curvilinear relationship between extracurricular activity 
participation and academic engagement. This finding suggests that participation in 
extracurricular activities may provide adolescents opportunities to build affective connections to 
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their school (e.g., prosocial orientation, school pride, connection to adults and peers), which in 
turn facilitates academic achievement. The cross-sectional nature of the dataset available for 
analysis precluded full examination of such a mediating relationship in this thesis, but future 
longitudinal research is warranted to determine how casual processes unfold over time.    
Summary 
 Taken together, existing literature to date suggests a generally positive association 
between extracurricular activity involvement and students’ academic and psychological well-
being (see Farb and Matjasko, [2012] for a review). In addition, research suggests that students 
engaged in a wide variety of extracurricular activity types tend to experience better academic and 
social-emotional outcomes. Moreover, although the majority of studies using intensity as a 
measure of extracurricular activity participation have identified positive associations with 
indicators of academic achievement and psychological well-being, some findings have been 
mixed. As such, additional research investigating the intensity of extracurricular activity 
participation and student outcomes is warranted. There is also evidence that a nonlinear 
relationship exists between dimensions of extracurricular activity participation (i.e., breadth and 
intensity) and student outcomes.  
 There is a significant gap in the literature examining the relationship between 
extracurricular activity involvement and student outcomes among students enrolled in rigorous 
high school curricula (e.g., AP and IB). As such, the purpose of the current study is to extend the 
current understanding of the relationship between extracurricular activity involvement and 
academic and mental health outcomes for these youth. Given the marked academic demands on 
this group of students, this study aimed to also investigate the overscheduling hypothesis to see 
whether a curvilinear relationship existed between extracurricular activity involvement and 
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indicators of student success. In addition, this study examined whether the program type (i.e., AP 
or IB) moderated the relationship between extracurricular activity involvement and student 
outcomes. 
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Chapter III: Methods 
Design 
 The current study conducted secondary analyses using an archival dataset. These cross-
sectional data were part of a larger research project directed by Dr. Shannon Suldo and Dr. 
Elizabeth Shaunessy-Dedrick, funded by the Institute of Education Science (IES; 
R305A100911). The overarching purpose of the IES-funded project was twofold: (1) investigate 
the academic demands and stressors faced by high school students in accelerated academic 
curricula; and (2) identify malleable factors (both environmental and intrapersonal) associated 
with student success in terms of academic achievement and mental health. The specific dataset 
used in the current study included data collected from Study 7 of 7 within this project, in which 
cross-sectional data were obtained from 2,379 AP and IB students (detailed in Suldo, Shaunessy-
Dedrick, Ferron, & Dedrick, 2018). AP and IB students were analyzed together in the 
overarching research project as well as the current study, given that these high-ability students 
share many characteristics (e.g., elevated stress, pursuit of college-level curricula) and have been 
studied together in prior literature (e.g., Suldo & Shaunessy-Dedrick, 2013). 
Participants 
Participants included 2,379 high school students (25.51% 9th grade; 26.86% 10th grade; 
25.05% 11th grade, and 22.57% 12th grade) enrolled in AP classes (n = 1150) or IB programs (n 
= 1229). Participants were recruited from 20 programs (10 IB and 10 AP) from 19 schools across 
five geographically diverse school districts (1 rural, 2 suburban, 2 urban) within a southeastern 
state. The sample was predominately female (62.17%), and was diverse in terms of race/ethnicity 
47 
 
(48.68% Caucasian; 13.24% Asian; 12.27% Hispanic, 11.73% African American; 12.99% 
multiracial). Approximately one in 10 students were identified as English Language Learners 
[ELL] who, at the time of study enrollment, had either exited an ESOL program at least two 
years prior, or were still enrolled in an ESOL program or receiving 2-year follow-up services. Of 
those enrolled in the study (N = 2,379), 27.65% were eligible for free or reduced-price lunch, and 
over half of the mothers (63.16%) and fathers (56.06%) had obtained college degrees or higher. 
Over one-fourth of the sample (28.2%) were identified as gifted. See Table 3 for additional 
sample characteristics.  
Table 3 
 
Participant Demographic Characteristics (N= 2,379) 
 Percentage N 
Gender   
       Male 37.83 900 
       Female 62.17 1479 
Race/Ethnicity   
       White, Non-Hispanic 48.68 1158 
       Black, Non-Hispanic 11.73 279 
       Asian 13.24 315 
       Hispanic  12.27 292 
        Other (including American Indian or Native 
Hawaiian) 
1.09 26 
       Multiracial 12.99 309 
Free & Reduced School Lunch Status   
        Yes 27.65 657 
        No 72.35 1719 
Receiving ESOL Services 10.69 254 
Students Enrolled in ESE 1.18 28 
Students Enrolled in Gifted Education 28.20 670 
Grade Level   
        9th  25.51 607 
        10th  26.86 639 
        11th  25.05 596 
        12th  22.57 537 
Father Educational Level   
        8th grade or less 1.95 45 
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Table 3 (Continued) 
 Percentage N 
        Some high school, did not complete 6.45 149 
        High school diploma/GED 21.34  493 
        Some college, did not complete 14.20 328 
        College/university degree 32.64 754 
        Master’s degree 15.71 363 
        Doctoral level degree (Ph.D., M.D.) or other   
        degree beyond Master’s level 
7.71 178 
Mother Educational Level   
        8th grade or less 1.44 34 
        Some high school, did not complete 4.07 96 
        High school diploma/GED 15.56 367 
        Some college, did not complete 15.77 372 
        College/university degree 41.03  968 
        Master’s degree 17.34 409 
        Doctoral level degree (Ph.D., M.D.) or other  
        degree beyond Master’s level 
4.79 113 
 
Procedures 
 
As reported in Suldo et al. (2018), from March through May 2012, paper-and-pencil 
questionnaires were administered to students by the research team. At each school involved in 
the study, the research team put together a list of students who had signed and returned both the 
parent consent and child assent forms (see Appendix A and B). These students were then invited 
to a large, private room in the school (e.g., media center or cafeteria) to complete the surveys. 
The survey packet took approximately 45-60 minutes to complete and was administered at a 
single time point during normal school hours. Students’ responses were scanned into an 
electronic database by members of the research team. In August 2012, students’ electronic 
transcripts, including course grades, absences, and performance on end-of-course AP and IB 
exams were obtained from the participating school districts.  
Ethical Considerations 
 
Several steps were taken by the research team to ensure the rights of student participants 
were protected. First, the Institutional Review Board (IRB) for human subject research at the 
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University of South Florida (USF) approved all research study procedures and personnel before 
surveys were administered to students. Study procedures were also reviewed and approved by all 
participating school districts. Second, study procedures were explained to parents and children, 
including the potential benefits and risks of study participation. Following this explanation, 
written informed consent and assent were obtained from parents and children, respectively. 
Participants were given a copy of the consent form (including contact information for the 
research team) for their records. Third, students were assigned a code number and were 
instructed not to write any identifiable information on the survey forms. Data were then entered 
and analyzed using the de-identified surveys to maintain confidentiality.     
Measures: Independent Variables 
 Demographics form. This measure included questions relating to students’ gender, race, 
ethnicity, and mother’s and father’s educational status. School records were used to identify 
students as an English Language Learner, gifted, eligible for free/reduced-price lunch, current 
academic program (IB or AP), absences, and grade level. For the present study, a composite SES 
for each student was calculated by averaging standardized scores for the highest education level 
of their mother, their father, and their eligibility for free/reduced-price lunch. 
Extracurricular Activity Scale (EAI). The EAI is a student self-reported measure of 
extracurricular activity involvement developed and piloted by the research team to capture 
information on students’ intensity of involvement in different types of extracurricular activities 
(see Appendix C). As summarized in Suldo et al. (2018), the measure was initially modeled after 
the questionnaire used in the High School and Beyond study (see Bryan et al. [2012] for a full 
description). However, instead of asking students to rate their involvement in extracurricular 
activities over the past year dichotomously (yes/no), Suldo et al. (2018) modified the measure to 
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capture the weekly intensity of involvement for each activity type (i.e., “On average, in a typical 
week during this school year, how much time do you spend in...”; types included, “sports and 
athletic teams, “performing arts and music,” “art and hobby clubs,” “academic team/clubs and 
honor societies,” etc.). Response options for weekly intensity of involvement for each activity 
type were as follows: not at all, up to 1 hour, 1-3 hours, 4-6 hours, 7-9 hours, and 10 or more 
hours. Then, students were asked to rate their overall involvement in terms of number of hours 
per week they spend across all extracurricular activities (i.e., “On average, in a typical week 
during this school year, how much time do you spend in all extracurricular activities [including 
ones at school and those in the community]?”). Response options for this section were as 
follows: not at all, up to 1 hour, 1-4 hours, 5-9 hours, 10-19 hours, and 20 or more hours. The 
EAI captures the intensity of participation (hours per week) for each activity type, as well as the 
breadth of participation (total number of unique activity types). Although the EAI is a new and 
unpublished measure of extracurricular activity participation, prior to administering it to the 
large sample, the EAI was reviewed by expert consultants who provided input on the content and 
format of the measure. In addition, the research team piloted it with 57 students (grades 9, 10, 
and 12) who were enrolled in AP or IB courses to ensure readability and comprehensiveness.  
Measures: Dependent Variables 
 GPA, attendance (absences), and AP/IB exam scores. School records were obtained in 
August of 2012 from participating schools, and were used to identify students’ semester GPA, 
overall absences, and end-of-course AP and IB exam scores earned in the spring of 2012. 
Students’ semester unweighted GPA was calculated by summing the numerical values assigned 
to letter grades (A = 4.0, B = 3.0, C = 2.0, D = 1.0, F = 0) and dividing by the total number of 
classes taken. As such, GPA ranged from 0 to 4.0. 
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 For the AP exams, raw scores ranged from 1 (low) to 5 (high). For IB exams, raw scores 
ranged from 1 (low) to 7 (high). As described in Suldo et al. (2018), a linear linking procedure 
was used to put all IB scores on the AP scale. The present study analyzed participants’ mean 
scores across all AP exams and IB exams (score recalibrated on the 1-5 metric) taken during 
2012.  
 Students’ Life Satisfaction Scale (SLSS; Huebner, 1991). The SLSS is a 7-item 
student self-reported measure of global life satisfaction (see Appendix D). Students rated items 
on a Likert scale ranging from 1 (Strongly Disagree) to 6 (Strongly Agree), with higher mean 
scores indicating greater overall life satisfaction. The SLSS does not assess domains of life 
satisfaction (such as satisfaction with school or family), but rather students’ overall perceived life 
satisfaction. Sample items include: “I wish I had a different kind of life” (reverse coded) and 
“My life is better than most kids'.”  
 The SLSS has demonstrated strong internal consistency in previous research with high 
school students (α = .82 to .86; Gilman & Huebner, 1997; Suldo & Huebner, 2006). In regards to 
convergent validity, studies comparing the SLSS with other well-established measures of 
subjective well-being identified large correlations between the SLSS and the Piers-Harris 
Happiness subscale (r = .53) and the Perceived Life Satisfaction Scale (r = .58; Dew & Huebner 
1994; Huebner, 1991).   
 Behavioral and Emotional Screening System (BESS; Kamphaus & Reynolds, 2007). 
The BESS is a well-validated 30-item self-reported measure of internalizing problems, 
inattention/hyperactivity, social problems, and school problems. Items are rated on a Likert scale 
ranging from 1 (Never) to 4 (Almost Always) and combine to yield a total raw score which can be 
converted to a normed T-score (created using a nationally representative sample of youth in 
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grades 3-12). Higher T-scores indicate higher levels of emotional and/or behavioral risk, with T-
scores within the 20-60 range indicating a normal level of risk, scores ranging from 61-70 
indicating an elevated level of risk, and scores of 71 or higher indicating an extremely elevated 
level of risk.  
 Previous research suggests that the BESS has acceptable psychometric properties, with 
good split-half reliability (range of .90 to .93) and test–retest stability (.80; Kamphaus & 
Reynolds, 2007). In regards to concurrent validity, the BESS manual indicates that the student-
reported version of the BESS can predict full BASC-2 Self Report of Personality (BASC-2 SRP; 
Reynolds & Kamphaus, 2004) problem composite scales with moderate sensitivity (.59), high 
specificity (.95), moderate positive predictive value (.68), and high negative predictive value 
(.92). In regards to convergent validity, strong correlations have been identified between the 
BESS and other measures of emotional/behavioral risk, including the Achenbach System of 
Empirically Based Assessment Youth Self Report (.66-.77), Conner’s Rating Scales (.51-.68), 
Children’s Depression Inventory (.51), and the Revised Children’s Manifest Anxiety Scale (.55; 
see Harrell-Williams, Raines, Kamphaus, and Dever [2015] for a review).  
 School Burnout Inventory (SBI; Salmela-Aro, Kiuru, Leskinen, & Nurmi, 2009). 
The SBI is a 9-item self-reported measure of school burnout across three domains: pessimism 
toward the meaning of school (e.g., “I feel lack of motivation in my schoolwork and often think 
of giving up”), sense of inadequacy or failure at school (e.g., “I often have feelings of 
inadequacy in my schoolwork”), and feelings of exhaustion towards academic work (e.g., “I feel 
overwhelmed by my schoolwork”; see Appendix E). Items are rated by students on a Likert scale 
ranging from 1 (Completely Disagree) to 6 (Completely Agree).  
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 Previous research examining the psychometric properties of the SBI provides evidence 
for good internal consistency (α = .88) and concurrent validity (Salmela-Aro et al., 2009). In 
regards to concurrent validity, Salmela-Aro et al. (2009) found that among high school students 
(N = 1418), higher ratings of school burnout (according to scores on SBI) was associated with 
higher levels of depressive symptoms (standardized estimate = .54, p < .001) and lower ratings 
of both academic achievement (standardized estimate = –.13, p < .01) and school engagement 
(standardized estimate = –.11, p < .01; R2 = .40). 
Data Analyses  
The following statistical analyses were conducted to answer each of the four research 
questions:  
1. What are the levels of AP/IB high school students’ involvement in extracurricular 
activities (including the type, breadth, and intensity)? Are there significant differences in 
dimensions of participation based on specific program participation (i.e., AP vs. IB)? 
To determine the descriptive characteristics of extracurricular activity participation 
among AP and IB students in this sample, means, standard deviations, and additional descriptive 
data (e.g., skew, kurtosis) were calculated. Independent means t-tests were also calculated to 
investigate whether there were significant differences in dimensions of extracurricular activity 
involvement (i.e., breadth and intensity) based on program participation (IB vs. AP). 
2. To what extent does extracurricular activity (including breadth and intensity) predict 
AP/IB student success in terms of academic outcomes (GPA, end-of-course exam scores, 
absences) and mental health outcomes (life satisfaction, psychopathology, academic 
burnout)?  
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3.  What is the form (i.e., linear or curvilinear) of the association between extracurricular 
activity involvement (including breadth and intensity) and AP/IB student success?  
 In order to evaluate whether dimensions of extracurricular activity involvement (i.e., 
breadth and intensity) predicted student outcomes (including indicators of academic achievement 
and mental health wellbeing), multiple regression analyses (using cluster-robust standard errors) 
were conducted. These methods take into account that students were nested within 20 academic 
programs, and were used to independently examine the unique relation between breadth or 
intensity of extracurricular activity involvement with each indicator of student success (life 
satisfaction, psychopathology, academic burnout, GPA, absences, and AP/IB exam scores). To 
control for a self-selection factor that was commonly controlled for in prior research looking at 
relationships between extracurricular activity involvement and student outcomes (e.g., Farb & 
Matjasko, 2012), students’ SES was included as a covariate in the model. Then, a linear term for 
either breadth or intensity was added to the model. In order to examine potential curvilinear 
relationships between breadth and/or intensity and student outcomes, a curvilinear term for 
breadth or intensity (i.e., breadth2 or intensity2) was added to the model. 
4. To what extent, if any, are relationships between extracurricular activity involvement and 
indicators of student success moderated by program type (i.e., IB vs. AP)? 
Then, to determine whether academic program (i.e., AP vs. IB) moderated the 
relationship between breadth or intensity of involvement and indicators of student success, both 
program status (0 or 1 for AP and IB, respectively) and interaction terms (breadth*program 
status or intensity*program status) were added as predictors in a combined model.  
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Limitations of the Current Study 
In order to preserve the validity of the current study, precautionary measures were taken 
by the researcher in the methodological and analytical approaches utilized. First, given that this 
study utilized cross-sectional data, our ability to interpret directionality between variables is 
limited. Because extracurricular activity involvement is typically voluntary, the results of this 
cross-sectional study examining relationships between extracurricular activity involvement and 
student outcomes may be confounded by self-selection factors (i.e., students who chose to 
participate in extracurricular activities may be qualitatively different from students who are not 
involved; Holland & Andre, 1987; Mahoney et al., 2005). As such, a self-selection factor salient 
to this analysis (i.e., SES) was included in the analytic strategy utilized. Second, the study 
sample consists of students enrolled in AP and IB courses only. Although the exclusion of 
students enrolled in the general education allows for a significant gap in the empirical literature 
to be examined, this limits the generalizability of findings to other AP and IB students only. This 
sample may have also been fairly heterogeneous, given that some AP students may only be 
enrolled in one AP class while other students may be enrolled in several AP and/or IB courses. 
As such, the researcher took precautions when interpreting the results of this study, limiting 
generalizable to the scope of AP and IB students only. 
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Chapter IV: Results 
This chapter presents the results of statistical analyses conducted to answer the five 
research questions in the present study. First, methods used to screen data collected for the 
present study are described, followed by results of descriptive analyses of measures used in the 
current study. Next, results from multiple regression analyses examining the relation between 
dimensions of extracurricular activity involvement and indicators of student success will be 
presented. Finally, results from moderator analyses will be presented. 
Data Screening 
As reported in Hearon (2015), raw data used in the present study were entered by 
graduate-level research assistants into a software program (Remark) via scanners. Integrity 
checks were then completed for 10% of participants’ survey data to ensure accurate data entry. 
These datasets were then exported to SPSS and checked for additional systemic errors (e.g., out-
of-range participant responses, etc.). Data entry errors were corrected in the database, and 
student survey packets falling before and after the code number of the packet with an identified 
error were verified until an error-free packet was found.  
As reported in Suldo et al. (2018), rates of missing student self-report and district-
collected data were very low (0% missing data on 33 variables and < 0.5% missing data on five 
other variables from the larger project). To minimize missing data, survey packets were privately 
checked by a research team member for any inadvertently skipped items immediately following 
participant completion of the survey packet. Students were then asked to review their responses. 
For missing data identified after data entry, overall scale and factor scores were calculated and 
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retained for analyses if participants completed a specified number of cutoff items on the given 
scale. All participants met or exceeded this threshold for all student self-reported dependent 
measures used in the current study (SLSS, BESS, SBI). For measures of extracurricular activity 
participation, there were no missing data noted for breadth of involvement, and five missing 
values for intensity of involvement (2 AP students, 3 IB students). Approximately 10% of the 
sample had missing AP/IB exam scores, likely due to the underclassman status of pre-IB 
students who had not yet taken an AP or IB exam. In order to minimize the loss of data, the 
results presented here are based on pairwise deletion for missing data. 
Descriptive Analyses 
 
Descriptive statistics, including means, standard deviations, range, skewness, and 
kurtosis, of each of the dependent variables of interest were calculated and are presented in Table 
4.  Most of the variables used in the study have an approximately normal distribution (i.e., skew 
and kurtosis between -2.0 and +2.0), with the exception of absences (skewness = 2.88, kurtosis = 
15.02).  
Mental health outcomes. In regard to life satisfaction (as measured by the SLSS), the 
mean score was 4.26 (SD = 0.96; range = 1.00 to 6.00). For students’ psychopathology (as 
measured by the BESS), the mean score was 25.66 (SD = 11.56; range = 0 to 78). For school 
burnout (as measured by the SBI), the mean score was 3.60 (SD = 1.07; range = 1.00 to 6.00).  
Academic outcomes. The mean for unweighted semester GPA was 3.29 (SD = 0.63; 
range = 0.33 to 4.00). In regard to participants’ average score on AP/IB end-of-course exams, the 
mean score was 2.56 (SD = 1.10; range = 1.00 to 5.00). For absences, the mean number of days 
missed during the school year was 5.53 (SD = 6.60; range = 1 to 84). 
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Table 4 
Means, Standard Deviations, Ranges, Skew, and Kurtosis of Dependent Measures (N = 2,379) 
 
Variable N M SD Range Skewness Kurtosis 
Academic Variables       
GPA (unweighted) 2370 3.29 0.63 .33-4 -1.14 1.52 
Absences  2374 5.53 6.60  0-84 2.88 15.02 
AP/IB Exam Score 2150 2.56 1.10  1-5 0.22 -0.80 
Mental Health Variables       
Life Satisfaction (SLSS) 2379 4.26 0.96  1-6 -0.51 -0.01 
Psychopathology (BESS) 2379 25.66 11.56  0-78 0.62 0.40 
School Burnout (SBI) 2379 3.60 1.07 1-6 -0.16 -0.29 
Note. Higher scores on the following measures reflect increased levels of the construct indicated by the variable 
name: GPA (unweighted), AP/IB Exam Score, and Life Satisfaction (SLSS). In contrast, lower scores on the 
following measures reflect increased levels of the construct indicated by the variable name: absences, School 
Burnout (SBI), and Psychopathology (BESS). 
Measure reliability.  All student self-report measures yielding scale or composite scores 
(i.e., SLSS, BESS, SBI) were analyzed to determine their internal consistency. Cronbach’s alpha 
ranged from .87 (SLSS) to .89 (BESS), indicating acceptable estimates of reliability for each 
measure utilized in this study (see Table 5). 
Table 5 
Cronbach’s Alpha (α) for Multi-Item Measures Utilized in Analyses (N = 2,379)  
Scale Number of Items Cronbach’s Alpha (α) 
Life Satisfaction (SLSS) 7 .87 
Psychopathology (BESS) 30 .89 
School Burnout (SBI) 9 .88 
Note. BESS = Behavioral and Emotional Screening System- Student Form (Kamphaus & Reynolds, 2007); 
SBI = School Burnout Inventory (Salmela-Aro, Kiuru, Leskinen, & Nurmi, 2009); SLSS = Students’ Life 
Satisfaction Scale (Huebner, 1991). 
 Correlational analyses. In order to determine the strength and nature of relationships 
between variables utilized in this study, Pearson product-moment correlations among all 
continuous measures were calculated (see Table 6). Among the three mental health outcome 
variables, correlations were moderate, ranging from .43 to .62 (absolute values). Specifically, 
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there was a strong, negative correlation between life satisfaction and psychopathology (r = -.60, 
p < .001), as well as a moderate correlation with school burnout (r = -.43, p < .001). In addition, 
there was a strong, positive correlation between psychopathology and school burnout (r = .62, p 
< .001). Among the three academic outcome variables, correlations were small to moderate, 
ranging from .08 to .40 (absolute values). Specifically, there were moderate correlations between 
students’ unweighted semester GPA and their AP/IB exam scores (r = .40, p < .001) and 
absences (r = -.31, p < .001), but a weak, negative correlation between absences and exam 
scores (r = -.08, p < .001). Finally, the correlations between mental health and academic 
outcomes variables were small, ranging from .07 to .22 (absolute values). As for predictor and 
control variables, there was a moderate correlation between AP/IB students’ breadth and their 
intensity of extracurricular involvement (r = .42, p < .001). In addition, there were weak 
correlations between students’ SES and their life satisfaction, GPAs, absences, and AP/IB exam 
scores, ranging from .09 to.30 (absolute values).  
 Of primary relevance to this study, associations between extracurricular activity 
involvement, in terms of intensity and breadth, correlated in the expected directions with student 
outcomes. In particular, higher levels of intensity of extracurricular involvement correlated with 
higher levels of life satisfaction (r = .12, p < .01), GPA (r = .10, p < .01) and AP/IB exam 
scores (r = .12, p < .01), as well as lower levels of psychopathology (r = -.05, p < .05). Higher 
levels of breadth of extracurricular involvement correlated with higher levels of life satisfaction 
(r = .11, p < .01), GPA (r = .15, p < .01), and AP/IB exam scores (r = .08, p < .01), as well as 
lower levels of psychopathology (r = -.07, p < .01) and fewer days of school missed (r = -.05, p 
< .01). These associations were small in magnitude. School burnout was unrelated to 
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extracurricular activity participation (considering either intensity or breadth), and absences was 
unrelated to students’ intensity of participation in extracurricular activities. 
Table 6 
Correlations between All Continuous Variables of Interest (N = 2,379) 
 
Variable 1. 2. 3. 4. 5. 6. 7. 8. 
1. Life Satisfaction 
(SLSS) 
1        
2. Psychopathology 
(BESS) 
-.60*** 1       
3. School Burnout 
(SBI) 
-.43*** .62*** 1      
4. GPA (unweighted) .19*** -.19*** -.22*** 1     
5. Absences  -.09*** .09*** .14*** -.31*** 1    
6. AP/IB Exam Score .07** -.08*** -.07** .40*** -.08*** 1   
7. Breadth of 
Extracurricular 
Involvement 
.11*** -.07*** -.03 .15*** -.05** .08*** 1  
8. Intensity of 
Extracurricular 
Involvement 
.12*** -.05* -.01 .10*** -.01 .12*** .42*** 1 
9. Overall SES .16*** -.04* -.04 .22*** -.09*** .30*** .15*** .19*** 
Note.  *=p < .05, **= p < .01, ***= p <.001 
 
AP/IB Students’ Participation in Extracurricular Activities 
In order to answer the first research question (i.e., determining the overall average levels 
of AP/IB high school students’ involvement in extracurricular activities), means, standard 
deviations, and additional descriptive data (e.g., skew, kurtosis) were calculated (see Table 7). 
On average, AP and IB students reported being involved in 3 to 4 extracurricular activity types 
(breadth) and spent between 5 and 9 hours per week involved in extracurricular activities. 
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Table 7 
Means, Standard Deviations, Ranges, Skew, and Kurtosis of Measures of Extracurricular 
Activity Involvement  
Variable M SD Range Skewness Kurtosis 
Breadth of Extracurricular Activity 
Involvement (number of types) 
     
AP Students (n = 1150)  3.38 2.01 0-8 0.32 -0.51 
IB Students (n = 1229) 3.89 1.85 0-8 0.18 -0.45 
Total Sample (N = 2,379) 3.64 1.94 0-8 0.22 -0.50 
Intensity of Extracurricular Activity 
Involvement* 
     
AP Students (n = 1148)  3.03 1.54 0-5 -0.61 -0.64 
IB Students (n = 1226) 3.18 1.22 0-5 -0.55 -0.01 
Total Sample (N = 2,374) 3.12 1.38 0-5 -0.64 -0.26 
*Note. Response options for Intensity of Extracurricular Activity Involvement (number of hours per week) 
were as follows: 0= “not at all”; 1= “up to 1 hour”; 2= “1-4 hours”; 3= “5-9 hours”; 4= “10-19 hours”; and 5= 
“20 or more hours.” Breadth of Extracurricular Activity Involvement (number of types) was calculated by 
summing the total number of unique activity types in which students reported any involvement. Given the low 
response rate for participation in 8-12 types, all students reporting 8+ types were combined into one group. 
Rates of participation by activity type. In order to identify the rates of AP/IB student 
involvement in extracurricular activities by type (e.g., athletics, arts, academic clubs, etc.), 
percentages were calculated and are presented in Table 8. Percentages are presented for the total 
sample (N = 2,379), as well as within each group category (e.g., proportion of students involved 
in each type out of 1,150 for AP, proportion of students out of 1,229 for IB). For each activity 
type (e.g., sports and athletic teams, performing arts and music, etc.), students reporting any 
involvement (between “up to 1 hour” and “10+ hours” per week) were included as participants in 
that activity type.  
In regard to rates of participation in various types of extracurricular activities, the most 
common type of type of activity in which students participated was service/volunteering clubs 
(62.5%), followed by sports and athletic teams (59.2%), academic team/clubs and honor societies 
(55.3%), performing arts and music (41.6%), and art and hobby clubs (41.1%). For AP students, 
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the most common type of type of activity in which students participated was sports and athletic 
teams (56.7%), followed by service/volunteering clubs (52.6%), academic team/clubs and honor 
societies (50.2%), performing arts and music (37.1%), and art and hobby clubs (37.2%). For IB 
students, the most common type of type of activity in which students participated was 
service/volunteering clubs (71.7%), followed by sports and athletic teams (61.6%), academic 
team/clubs and honor societies (60%), performing arts and music (45.8%), and art and hobby 
clubs (44.7%).  
Table 8 
 
Percent of Students Reporting Any Level of Involvement in Extracurricular Activity Types  
 AP Students 
(n = 1150) 
% of group (n) 
IB Students 
(n = 1229) 
% of group (n) 
Total Sample 
(N = 2,379) 
% of total (N) 
Type of Extracurricular Activity     
Sports and athletic teams  56.66% (651) 61.56% (756) 59.19% (1407) 
Performing arts and music  37.13% (427) 45.80% (562) 41.61% (989) 
Art and hobby clubs  37.17% (426) 44.71% (549) 41.07% (975) 
Academic team/clubs and honor 
societies  
50.22% (577) 60.02% (737) 55.28% (1314) 
Career-related clubs  19.48% (224) 11.72% (144) 15.47% (368) 
Community youth clubs (e.g., 
Girl/Boy Scouts, YMCA, 4-H, etc.)  
16.10% (185) 19.66% (241) 17.94% (426) 
Religious or spiritual activities at 
school or in community  
35.13% (404) 40.42% (496) 37.86% (900) 
Publications (e.g., school newspaper, 
yearbook) 
10.64% (122) 6.54% (80) 8.52% (202) 
Student government  12.82% (147) 11.44% (139) 12.11% (286) 
Service/volunteering clubs or other 
community service activities  
52.61% (604) 71.71% (877) 62.46% (1481) 
Special interest or diversity clubs 7.85% (90) 17.62% (216) 12.90% (306) 
ROTC 6.21% (70) 1.49% (18) 3.76% (88) 
Note. For each activity type (e.g., sports and athletic teams, performing arts and music, etc.), students reporting 
any involvement were included as participants of that activity type. 
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Percent of students in each breadth category. In order to determine the overall breadth 
score for each student, student responses regarding their intensity of participation (i.e., “not at 
all,” “up to 1 hour,” “1-4 hours,” “5-9 hours,” “10-19 hours,” or “20 or more hours”) for each of 
the 12 activity types were dichotomized (yes/no) and summed. Given the low number of students 
reporting participation in 8 to 12 activity types (n = 85), these students were combined to form a 
group of those involved in “8 or more” activity types. Results showed that the largest group of 
students from the total sample reported participating in 4 activity types (19.6%). Among IB 
students, a similar portion of the sample reported participation in 3 activity types (20.5%) 
compared to 4 activity types (20.2). This was in contrast to the AP group, who had the largest 
portion of students reporting participation in four activity types (19%). However, there was a 
larger portion of AP students who reported no involvement in extracurricular activities when 
compared to IB students (6.3% vs. 2%, respectively). Percentages of students falling in each 
breadth category are presented in Table 9. 
Percent of students in each intensity response category. In regard to the proportion of 
students responding to each response option for intensity of participation in all extracurricular 
activities (e.g., 1-4 hours per week, 5-9 hours per week, etc.), the largest group of students from 
the total sample reported spending 10-19 hours per week across all extracurricular activities 
(32.6%), followed by 5-9 hours per week (22.3%). Within IB and AP subgroups, the largest 
portion of students also reported participating spending10-19 hours per week across all 
extracurricular activities (32.5% vs. 32.7%, respectively), followed by 5-9 hours per week 
(26.5% vs. 17.8%, respectively). However, there was a larger portion of AP students who 
reported no weekly involvement in any extracurricular activity when compared to IB students 
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(10.9% vs. 3.8%, respectively). Percentages of students falling in each intensity category are 
presented in Table 9. 
Table 9 
 
Percentage of Students in Each Category for Breadth and Intensity of Extracurricular 
Involvement  
 AP Students 
(n = 1150) 
% of group (n) 
IB Students 
(n = 1229) 
% of group (n) 
Total Sample 
(N = 2,379) 
% of total (N) 
Breadth of Extracurricular Activity Involvement 
0 activity types 6.25% (75) 1.95% (24) 4.16% (99) 
1 activity type 12.61% (145) 8.38% (103) 10.42% (248) 
2 activity types 17.74% (204) 12.86% (158) 15.22% (362) 
3 activity types 16.43% (189) 20.50% (252) 18.54% (441) 
4 activity types 19.04% (219) 20.18% (248) 19.63% (467) 
5 activity types 12.26% (141) 16.19% (199) 14.29% (340) 
6 activity types 7.48% (86) 11.80% (145) 9.71% (231) 
7 activity types 4.61% (53) 4.31% (53) 4.46% (106) 
8+ activity types 3.30% (38) 3.82% (47) 3.57% (85) 
Intensity of Extracurricular Activity Involvement (hours per week) 
0= “Not at all” 10.89% (125) 3.75% (46) 7.2% (171) 
1= “Up to 1 hour” 6.18% (71) 3.43% (42) 4.76% (113) 
2= “1-4 hours” 16.55% (190) 21.29% (261) 19.0% (451) 
3= “5-9 hours” 17.77% (204) 26.51% (325) 22.28% (529) 
4= “10-19 hours” 32.67% (375) 32.54% (399) 32.6% (774) 
5= “20 or more hours” 15.94% (183) 12.48% (153) 14.15% (336) 
Note. Breadth of Extracurricular Activity Involvement (number of types) was calculated by summing the total 
number of unique activity types in which students reported any involvement. Given the low response rate for 
participation in 8-12 activity types, all students reporting 8+ types were combined into one group. 
Overall differences between AP and IB students. To determine whether there were 
significant differences in extracurricular activity involvement based on program participation (IB 
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vs. AP), independent means t-tests were calculated for each dimension of involvement – i.e., 
breadth and intensity (see Table 10). In order to determine which t statistic was appropriate to 
report, the Folded F statistic was performed to evaluate the equality of variances between the two 
groups. The p-value for the Folded F test was significant (p <.05), indicating that the difference 
in variances between the two groups was statistically significant. In addition, the sample sizes 
between groups were also unequal (nAP = 1,150, nIB = 1,229). As such, the Satterthwaite’s test, 
based on unequal variances, was determined to be most appropriate. Results indicated that there 
was a significant difference in both the breadth and intensity of participation between AP and IB 
students t(2,324) = -6.36; p < .0001 [breadth]; t(2,185) = -2.65; p < .0001 [intensity]. These 
results indicate that on average, IB students are involved in significantly more activity types 
(breadth) and spent significantly more hours per week (intensity) in extracurricular activities 
when compared to AP students. However, the effect size for this difference between AP and IB 
students was small for both breadth (Cohen's d = .26) and intensity (Cohen's d = .11). Figures 2 
and 3 present a graphical depiction of the differences in the breadth and intensity of 
extracurricular activity involvement between AP and IB students, respectively.  
Table 10 
 
Differences in Extracurricular Activity Involvement between AP (n= 1,150) and IB Students (n= 
1,229) Using Satterthwaite T-Test 
 AP Students IB Students   
 M (SD) M (SD) t df 
Extracurricular Activity Involvement     
     Breadth (number of types) 3.38 (2.01) 3.89 (1.85) -6.36* 2324 
     Intensity 3.03 (1.54) 3.18 (1.22) -2.65* 2185 
Note. * = p .001. The t value included in table comes from Satterthwaite’s t-test, given the significant result of 
Folded F test (p<.05). Response options for Intensity (number of hours per week) were as follows: 0= “not at all”; 
1= “up to 1 hour”; 2= “1-4 hours”; 3= “5-9 hours”; 4= “10-19 hours”; and 5= “20 or more hours.” 
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Distribution of Breadth of Extracurricular Involvement 
          
Figure 2. Differences in breadth of extracurricular activity involvement between AP (n= 1,150) and IB 
students (n= 1,229). Breadth was calculated by summing the total number of activity types in which 
students reported any involvement. Given the low response rate for participation in 8-12 activity types, all 
students reporting 8+ types were combined. Program status was dummy coded (“IB”=1/yes or 0/no). 
 
Distribution of Intensity of Extracurricular Involvement 
 
Figure 3. Differences in intensity of extracurricular activity involvement between AP (n= 1,150) and IB 
students (n= 1,229). Response options for intensity of extracurricular activity involvement (number of 
hours per week) were as follows: 0= “not at all”; 1= “up to 1 hour”; 2= “1-4 hours”; 3= “5-9 hours”; 4= 
“10-19 hours”; and 5= “20 or more hours.” Program status was dummy coded (“IB”=1/yes or 0/no). 
Breadth	of	Extracurricular	Participation	
Intensity	of	Extracurricular	Participation	
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Participation in Extracurricular Activities and AP/IB Student Outcomes 
Regression analyses. In order to evaluate whether dimensions of extracurricular activity 
involvement (i.e., breadth and intensity) predicted student outcomes (including indicators of both 
academic and mental health well-being), multiple regression analyses were conducted. 
Specifically, Mplus 8.0 (TYPE=COMPLEX; Muthén & Muthén, 1998-2017) was used to 
compute cluster-robust standard errors (CR-SEs; also referred to in the literature as “empirical 
standard errors” or the “sandwich estimator”). This was determined to be an appropriate analytic 
technique given that it is robust to nested data (McNeish, Stapleton, & Silverman, 2017). Then, 
to determine the extent to which outcome measures varied between schools (level 2) compared to 
within schools (level 1), intraclass correlations (ICCs) were calculated for all six outcome 
variables. ICCs for life satisfaction, psychopathology, school burnout, GPA, AP/IB exam scores, 
and absences were .022, .014, .031, .066, .345, and .106, respectively.  
In order to answer the second research question (i.e., to what extent does breadth and 
intensity of extracurricular activity involvement predict AP/IB student success in terms of 
academic and mental health outcomes?), these analyses first examined the independent and 
unique relation between either breadth or intensity of extracurricular activity involvement with 
each indicator of student success (6 total: life satisfaction, psychopathology, academic burnout, 
GPA, absences, and exam scores). To control for a self-selection factor, students’ overall SES 
was included as a covariate in the model. To examine potential curvilinear relationships between 
breadth or intensity and student outcomes (research question #3), curvilinear terms for either 
breadth or intensity were added to the model. Then, to determine whether academic program 
(i.e., AP vs. IB) moderated the relationship between breadth or intensity of involvement and 
indicators of student success (research question #4), both program status (0 or 1 for AP and IB, 
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respectively) and interaction terms (breadth*program status or intensity*program status) were 
added as predictors in the combined model.  
Assumptions of regression analyses. All assumptions associated with estimating 
regression coefficient standard errors with CR-SEs were examined prior to analyses to determine 
whether this was an appropriate analytic approach to use in the present study. Consistent with 
these assumptions (see McNeish, Stapleton, & Silverman, 2017), it was determined that 1) all 
relevant predictors were included in the final regression model; 2) observations between clusters 
(schools) were independent; and 3) the sample size was sufficiently large (N= 2,379) to make 
asymptotic inferences at the school level.  
Final model specification. For model 1, each outcome (y) was predicted using breadth or 
intensity of extracurricular participation along with the following predictors: 1) SES and program 
status (AP vs. IB) to control for a self-selection factor and program effects, and 2) linear and 
quadratic terms for breadth or intensity to determine linear and curvilinear relationships between 
variables. Program status was dummy coded (“IB”=1/yes or 0/no) for analyses. In model 2, 
interaction terms for program status (AP vs. IB) were added to the model to examine whether 
there were moderating effects of program participation. In equation form, the final models 
predicting each of the six outcomes for breadth and intensity are listed below: 
Model 1: 
Breadth:   ! = !! + !!!"! + !!!" + !!!"#$%&ℎ + !!!"#$%&ℎ! 
Intensity:  ! = !! + !!!"! + !!!" + !!!"#$"%&#' + !!!"#$"%&#'! 
Model 2: 
Breadth:  ! = !! + !!!"! + !!!" + !!!"#$%&ℎ + !!!"#$%&ℎ! + !!(!"#$%&ℎ ∗ !")+!!(!"#$%&ℎ! ∗ !") 
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Intensity:  ! = !! + !!!"! + !!!" + !!!"#$"%&#' + !!!"#$"%&#'! + !!(!"#$!"#$% ∗ !")+!!(!"#$"%&#'! ∗ !") 
Results from regression analyses. The parameter estimates (as well as standard errors) 
for model 1 of breadth and intensity of extracurricular activity involvement and indicators of 
students’ success are reported in Tables 11 and 12, respectively. Given the large number of 
statistical tests conducted and risk of Type 1 error in the current study, a Bonferroni correction 
procedure was used to determine an appropriate p-value to use for interpretation of significant 
findings (p =.002, or .05/24 comparisons [4 primary comparisons for each of six outcomes]).  
Testing for moderating effects of program participation (AP vs. IB). Prior to 
interpreting results from model 1 (without program type interaction terms), results from model 2 
were examined to determine the moderating effects of program on relationships between 
extracurricular activity involvement and student outcomes (research question #4). In model 2, 
program type (AP or IB) was examined as a dichotomous moderator of the relationship between 
each linear/curvilinear dimension of extracurricular involvement (i.e., breadth/breadth2 and 
intensity/intensity2) and each of the six student outcomes (i.e., life satisfaction, psychopathology, 
school burnout, GPA, AP/IB exam scores, and absences). The interaction terms for dimensions 
of involvement and program type (i.e., [Breadth x IB and Breadth2 x IB], [Intensity x IB and 
Intensity2 x IB]) were not significant predictors for any of the six student outcomes. Thus, 
program status (AP vs. IB) was not a significant moderator of the linear or curvilinear 
relationships between breadth or intensity of involvement and students’ levels of life satisfaction, 
psychopathology, school burnout, GPA, AP/IB exam scores, and absences (see Tables 11 and 12 
for full results from model 2 for breadth and intensity, respectively). Given the lack of 
moderating effects of program participation on the relationship between extracurricular 
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involvement and student outcomes, results from model 1 were used to answer research questions 
2 and 3.  
Linear and curvilinear findings for breadth (Model 1). After controlling for students’ 
SES and program effects, the linear term for breadth of extracurricular activity participation was 
a significant predictor (p < .002), using model 1, for the following outcomes: higher levels of life 
satisfaction (β = .122), lower levels of psychopathology (β = -1.217), higher GPAs (β = .156), 
and higher AP/IB exam scores (β = .116). In other words, for every 1 unit increase in students’ 
breath of participation (i.e., participation in 1 additional activity type), students were expected to 
experience the following: 1) a .122 unit increase in life satisfaction on the SLSS; 2) a 1.217 
decrease in psychopathology on the BESS; 3) a .156 unit increase in GPA; and 4) a .116 unit 
increase in AP/IB exam scores. The linear term for breadth of participation in extracurricular 
activities was not found to be a significant predictor of school burnout or absences. Overall, 
results of the regression indicated that the predictors included in model 1 for breadth accounted 
for the following percentage of the total variance for each outcome: 4.3% (life satisfaction), 0.9% 
(psychopathology), 1.2% (school burnout), 7.3% (GPA), 14.3% (AP/IB exam scores), and 1.4% 
(absences). 
After controlling for students’ SES, program effects, and the linear term for breadth, the 
curvilinear term for breadth of extracurricular activity participation was a significant predictor (p 
< .002), using model 1, for GPAs (β = -.015) and AP/IB exam scores (β = -.014). In other words, 
for breadth of participation there was a point of diminishing returns for GPA and AP/IB exam 
scores only. Figures 4 and 5 present graphical depictions of the equations used for model 1 for 
breadth of extracurricular involvement and GPA and AP/IB exam scores (respectively), while 
holding SES and program status constant. For GPA, the inflection point, or the point on a curve 
71 
 
where the curvature changes sign, occurred at 5.2 activity types. For AP/IB exam scores, the 
inflection point occurred at 4.14 activity types. Results for model 1 of breadth of extracurricular 
involvement and indicators of students’ success are reported in Table 11. 
Table 11 
Parameter Estimates for Breadth of Extracurricular Activity Involvement and Indicators of 
Students’ Success (N = 2379) 
Predictor 
Model 1  Model 2 
Estimate SE  Estimate SE 
Life Satisfaction (SLSS) 
SES .199** .023  .199** .023 
IB (IB =1; AP=0) -.188** .054  -.210 .137 
Breadth .122** .027  .121* .040 
Breadth2 -.010* .003  -.010 .006 
Breadth x IB    .006 .058 
Breadth2 x IB    .000 .007 
R2 .043*   .043*  
Psychopathology (BESS) 
SES -.587 .305  -.593* .302 
IB (IB =1; AP=0) 1.056 .668  2.022 1.844 
Breadth -1.217** .385  -.978* .355 
Breadth2 .104* .046  .075 .051 
Breadth x IB    -0.573 .863 
Breadth2 x IB    .066 .101 
R2 .009**   .01**  
School Burnout (SBI) 
SES -.074 .038  -.074* .038 
IB (IB =1; AP=0) .214* .079  .330* .150 
Breadth -.069 .038  -.032 .044 
Breadth2 .006 .004  .001 .006 
Breadth x IB    -.082 .081 
Breadth2 x IB    .011 .009 
R2 .012**   .012**  
GPA 
SES .158** .011  .158** .011 
IB (IB =1; AP=0) -.043 .055  -.052 .101 
Breadth .156** .025  .163** .037 
Breadth2 -.015** .003  -.017** .005 
Breadth x IB    -.011 .052 
Breadth2 x IB    .003 .006 
R2 .073**   .074**  
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Table 11 (Continued) 
 Model 1  Model 2 
Predictor  Estimate SE  Estimate SE 
AP/IB Exam Scores 
SES .348** .048  .348** .048 
IB (IB =1; AP=0) .505* .239  .332 .263 
Breadth .116** .034  .123* .050 
Breadth2 -.014** .004  -.019** .005 
Breadth x IB    .016 .071 
Breadth2 x IB    .006 .008 
R2 .143**   .147*  
Absences 
SES -.588 .409  -.584 .408 
IB (IB =1; AP=0) -.842 1.02  -1.616 1.442 
Breadth -.388 .216  -.528 .340 
Breadth2 .035 .026  .048 .042 
Breadth x IB    .372 .384 
Breadth2 x IB    -.035 .048 
R2 .014**   .015**  
Note. *= p<.05; **= p<.002; Given the large number of statistical tests conducted and risk of Type 1 error in the 
current study, a Bonferroni correction procedure was used to determine an appropriate p-value to use for 
interpretation of significant findings (p =.002, or .05/24 comparisons). Program status was dummy coded 
(“IB”=1/yes or 0/no) for analyses. Results from Model 1 were used to answer research questions 2 and 3; Model 2 
was used to answer research question 4. 
  
Figure 4. Graphical depiction of the equation used for model 1 for breadth of extracurricular involvement 
and GPA, while holding SES and program status constant. Program status was dummy coded (“IB”=1/yes 
or 0/no) for analyses. Final equation represented above is as follows: !!"# = !! + !!(!"! = 0) +!!(!" = 0) + !!!"#$%&ℎ + !!!"#$%&ℎ!. After controlling for students’ SES, program status, and the 
linear term for breadth, the curvilinear term for breadth of extracurricular participation was a significant 
predictor (p < .002) for students’ GPA (β = -.015). 
Inflection point = 5.2 
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Figure 5. Graphical depiction of the equation used for model 1 for breadth of extracurricular involvement 
and AP/IB exam scores, while holding SES and program status constant. Program status was dummy 
coded (“IB”=1/yes or 0/no) for analyses. Final equation represented above is as follows: !!"#$ = !! +!!(!"! = 0) + !!(!" = 0) + !!!"#$%&ℎ + !!!"#$%&ℎ!. After controlling for students’ SES, program 
status, and the linear term for breadth, the curvilinear term for breadth of extracurricular activity 
participation was a significant predictor (p < .002) for students’ AP/IB exam scores (β = -.014). 
Linear and curvilinear findings for intensity (Model 1). After controlling for students’ 
SES and program effects, the linear term for intensity of extracurricular activity participation was 
a significant predictor (p < .002), using model 1, for the following outcomes: lower levels of 
psychopathology (β = -2.278) and higher GPAs (β = .143). In other words, for every 1 unit 
increase in students’ intensity of participation (e.g., increasing from “0= not at all” to “1= up to 1 
hour” for time spent on extracurricular activities per week), students were expected to experience 
the following: 1) a 2.278 unit decrease in psychopathological risk on the BESS; and 2) a .143 
unit increase in GPA. The linear term for intensity of participation in extracurricular activities 
was not found to be a significant predictor of life satisfaction, school burnout, AP/IB exam 
scores, or absences. After controlling for students’ SES, program effects, and the linear term for 
intensity, the curvilinear term for intensity of extracurricular activity participation was a 
Inflection point = 4.14 
74 
 
significant predictor (p < .002), using model 1, for psychopathology (β = .357) and GPA (β = -
.022). In other words, for intensity of participation there was a point of diminishing returns for 
psychopathology and GPA only. For psychopathology, the inflection point, or the point on a 
curve where the curvature changes sign, occurred at an intensity score of 3.19 (i.e., between the 
5-9 and 10-19 hours per week response option categories). For GPA, the inflection point 
occurred at an intensity score of 3.25 (i.e., between the 5-9 and 10-19 hours per week response 
option categories). Results for model 1 of intensity of extracurricular activity involvement and 
indicators of students’ success are reported in Table 12. Figures 6 and 7 present graphical 
depictions of the equations used for model 1 for intensity of extracurricular involvement and 
psychopathology and GPA, while holding SES and program status constant. Overall, results of 
the regression indicated that the predictors included in model 1 for intensity accounted for the 
following percentage of the total variance for each outcome: 4.2% (life satisfaction), 0.9% 
(psychopathology), 1.3% (school burnout), 5.6% (GPA), 14.5% (AP/IB exam scores), and 1.4% 
(absences). 
Table 12 
Parameter Estimates for Intensity of Extracurricular Activity Involvement and Indicators of 
Students’ Success (N = 2375) 
Predictor 
Model 1  Model 2 
Estimate      SE Estimate SE 
Life Satisfaction (SLSS) 
SES .196** .023 .196** .023 
IB (IB =1; AP=0) -.174** .051 -.229 .149 
Intensity .142* .050 .148* .074 
Intensity2 -.014 .010 -.017 .016 
Intensity x IB   .002 .109 
Intensity2 x IB   .004 .021 
R2 .042**  .042**  
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Table 12 (Continued) 
 
 Model 1  Model 2 
Predictor  Estimate SE  Estimate SE 
Psychological Risk (BESS) 
SES -.602 .338 -.605 .335 
IB (IB =1; AP=0) 1.092 .657 2.955 1.798 
Intensity -2.278** .611 -1.858* .803 
Intensity2 .357** .115 .296 .160 
Intensity x IB   -1.268 1.352 
Intensity2 x IB   .182 .240 
R2 .009**  .010**  
School Burnout (SBI) 
SES -.078* .036 -.078* .036 
IB (IB =1; AP=0) .222* .080 .375* .153 
Intensity -.147* .049 -.158* .062 
Intensity2 .027* .009 .034* .011 
Intensity x IB   -.018 .104 
Intensity2 x IB   -.008 .019 
R2 .013**  .014**  
GPA 
SES .167** .012 .167** .012 
IB (IB =1; AP=0) -.034 .062 -.173 .170 
Intensity .143** .043 .097* .032 
Intensity2 -.022** .007 -.013* .006 
Intensity x IB   .122 .102 
Intensity2 x IB   -.021 .016 
R2 .056**  .057**  
AP/IB Exam Scores 
SES .335** .045 .334** .045 
IB (IB =1; AP=0) .498* .240 .476 .315 
Intensity .160* .055 .166* .065 
Intensity2 -.02* .008 -.023* .008 
Intensity x IB   -.008 .122 
Intensity2 x IB   .004 .017 
R2 .145**  .145**  
Absences 
SES -.651 .394 -.650 .395 
IB (IB =1; AP=0) -.817 1.045 -.563 1.720 
Intensity -.525 .312 -.647 .356 
Intensity2 .108* .051 .146* .060 
Intensity x IB   .166 .696 
Intensity2 x IB   -.066 .112 
R2 .014**  .015**  
Note. *= p<.05; **= p<.002; A Bonferroni correction procedure was used to determine an appropriate p-value to use 
for interpretation of significant findings (p =.002, or .05/24 comparisons). Program status was dummy coded 
(“IB”=1/yes or 0/no) for analyses. Response options for Intensity (number of hours per week) were as follows: 0= 
“not at all”; 1= “up to 1 hour”; 2= “1-4 hours”; 3= “5-9 hours”; 4= “10-19 hours”; and 5= “20 or more hours.” 
Results from Model 1 were used to answer research questions 2 and 3; Model 2 was used to answer research 
question 4. 
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Figure 6. Graphical depiction of the equation used for model 1 for intensity of extracurricular involvement and 
psychopathology, while holding SES and program status constant. Program status was dummy coded 
(“IB”=1/yes or 0/no) for analyses. Response options for intensity (number of hours per week) were as follows: 
0= “not at all”; 1= “up to 1 hour”; 2= “1-4 hours”; 3= “5-9 hours”; 4= “10-19 hours”; and 5= “20 or more 
hours.” After controlling for students’ SES, program status, and the linear term for intensity, the curvilinear 
term for intensity of extracurricular activity participation was a significant predictor (p < .002) for students’ 
level of psychopathology (β = -2.278). 
Figure 7. Graphical depiction of the equation used for model 1 for intensity of extracurricular involvement and 
GPA, while holding SES and program status constant. Program status was dummy coded (“IB”=1/yes or 0/no) 
for analyses. Response options for intensity (number of hours per week) were as follows: 0= “not at all”; 1= 
“up to 1 hour”; 2= “1-4 hours”; 3= “5-9 hours”; 4= “10-19 hours”; and 5= “20 or more hours.” After 
controlling for students’ SES, program status, and the linear term for intensity, the curvilinear term for 
intensity of extracurricular activity participation was a significant predictor (p < .002) of students’ GPA (β = -
.022). 
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A summary of findings for linear and curvilinear breath and intensity terms for each of 
the six outcomes are presented in Table 13. Graphical depictions of model 1 for breadth and 
intensity (respectively) and all six student outcomes (not just those with significant curvilinear 
relationships with predictors) are presented in Appendix F and G. In addition, graphical 
depictions of model 1 for breadth and intensity (respectively) and all six student outcomes 
combined are presented in Appendix H.   
Combined model including breath and intensity. Once breadth and intensity were 
independently examined as predictors for each student outcome, a combined model that included 
linear and quadratic terms for both breadth and intensity was used to determine whether or not 
significant effects of breath or intensity would maintain while controlling for the other.  In 
equation form, the final combined model predicting each of the six outcomes for breadth and 
intensity is listed below. 
Combined Model:  
Breadth and Intensity:  ! = !! + !!!"! + !!!" + !!!"#$%&ℎ + !!!"#$%&ℎ! + !!!"#$"%&#' +!!!"#$"%&#'! 
 Results of the combined model showed that after controlling for SES, program 
participation, and linear and quadratic terms for both breadth and intensity, the linear and 
curvilinear terms for breadth of extracurricular activity participation was a significant predictor 
(p < .002) for GPAs (β = .153 and -.014, respectively). No other linear or curvilinear terms for 
breath or intensity of extracurricular participation maintained significance when controlling for 
the other dimension of extracurricular involvement. Overall, results of the regression indicated 
that the predictors included in the combined model for breadth and intensity accounted for the 
following percentage of the total variance for each outcome: 4.6% (life satisfaction), 1.2% 
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(psychopathology), 1.4% (school burnout), 7.5% (GPA), 14.6% (AP/IB exam scores), and 1.6% 
(absences). These findings are presented in Table 14.  
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Table 13 
 
Summary of Model 1 Findings for Linear and Curvilinear Relationships between Extracurricular Activity Involvement and Student 
Outcomes 
 
Predictor 
 Mental Health Outcomes Academic Outcomes 
Life Satisfaction 
(SLSS) 
Psychopathology 
(BESS) 
School Burnout 
(SBI) GPA 
AP/IB Exam 
Scores Absences 
Linear (Breadth) ** ** NS ** ** NS 
Curvilinear (Breadth) * (NS) * (NS) NS ** ** NS 
Linear (Intensity) * (NS) ** * (NS) ** * (NS) NS 
Curvilinear (Intensity) NS ** * (NS) ** * (NS) * (NS) 
Note. *= p<.05; **= p<.002; A Bonferroni correction procedure was used to determine an appropriate p-value to use for interpretation of significant findings (p 
=.002, or .05/24 comparisons). NS = Not Significant with a p-value of p < .05. (NS) = Not Significant with a p-value of p < .002. 
 
Table 14 
 
Parameter Estimates for Intensity and Breadth (Combined Model) of Extracurricular Activity Involvement and Indicators of Students’ 
Success (N = 2379) 
 
 Mental Health Outcomes Academic Outcomes 
Life Satisfaction 
(SLSS) 
Psychopathology 
(BESS) 
School Burnout 
(SBI) GPA 
AP/IB Exam 
Scores Absences 
Predictor Estimate SE Estimate SE Estimate SE Estimate SE Estimate SE Estimate SE 
SES .191** .023 -.554 .328 -.075* .037 .160** .011 .336** .044 -.627 .402 
Program (IB =1; AP=0) -.187** .053 1.213 .667 .229* .080 -.051 .057 .501* .237 .756 1.027 
Intensity .082 .056 -1.686* .686 -.109* .050 .043 .043 .141* .063 -.194 .369 
Intensity2 -.007 .011 .291* .125 .022* .009 -.010 .007 -.017 .009 .069 .056 
Breadth .079* .035 -.781 .427 -.053 .041 .153** .025 .056 .038 -.481 .275 
Breadth2 -.006 .004 .057 .051 .004 .005 -.014** .003 -.009* .004 .041 .031 
             
R2 .046**  .012**  .014**  .075**  .146**  .016**  
Note. *= p<.05; **= p<.002; A Bonferroni correction procedures was used to determine an appropriate p-value to use for interpretation of significant findings (p 
=.002, or .05/24 comparisons).
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Chapter V: Discussion 
The current study investigated the levels of extracurricular activity participation among 
high school students enrolled in accelerated high school curricula (i.e., AP and IB), and whether 
participation in extracurricular activities predicted student success in terms of academic and 
mental health outcomes. Given the increased academic demands on these students in particular, 
this study also investigated the “overscheduling hypothesis” to see whether there was a 
curvilinear relationship between extracurricular activity involvement and student success (i.e., a 
point of diminishing return). In addition, this study examined whether the program type (i.e., AP 
or IB) moderated the relationship between extracurricular activity involvement and student 
outcomes. This chapter will summarize results of this study and compare these findings to 
existing literature on extracurricular involvement and student outcomes. Then, implications of 
these findings for school psychologists and educational stakeholders seeking recommendations 
for optimal levels of extracurricular activity participation for their students will be presented. 
Finally, limitations of this study and implications for future research and practice will be 
discussed. 
Key Findings from Descriptive Analyses 
AP/IB students’ participation in extracurricular activities. On average, AP and IB 
students reported being involved in 3 to 4 different extracurricular activity types, with the largest 
group of students reporting involvement in 4 (20%), followed by 3 (19%) activity types. In 
regard to intensity of involvement, AP/IB students spent, on average, between 5 and 9 hours per 
week involved in extracurricular activities, with the largest group of students reporting 10-19 
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hours of involvement per week across all extracurricular activities (32.6%), followed by 5-9 
hours per week (22.3%). Only 4% and 7% of the total sample reported no involvement in terms 
of breadth and intensity of involvement in extracurricular activities, respectively. For both 
breadth and intensity of involvement, there was a larger portion of AP students who reported no 
involvement in any extracurricular activities when compared to IB students. Collectively, these 
findings show slightly higher involvement in extracurricular activities among AP/IB students 
compared to typical high school students. Prior research indicates that on average, typical high 
school students participate in about 2 to 3 different types of extracurricular activities (Fredricks, 
2012; Fredricks & Eccles, 2010), and spend about 5-6 hours per week on extracurricular activity 
involvement (Fredricks, 2012; Mahoney et al., 2006). In addition, prior research using a 
nationally representative longitudinal sample of high school students revealed that 21% of high 
school students reported no involvement in extracurricular activities (Fredricks, 2012). Thus, 
findings are consistent with prior studies showing that academically gifted and talented students 
tend to spend more time involved in extracurricular activities and participate in a higher number 
of different activity types than typical high school students (Haensly et al., 1986; Marsh, 1992).  
Rates of participation by activity type. Overall, the most common type of activity in 
which AP/IB students participated was service/volunteering clubs (62.5%), followed by sports 
and athletic teams (59.2%), academic team/clubs and honor societies (55.3%), performing arts 
and music (41.6%), and art and hobby clubs (41.1%). The high rates of volunteerism observed in 
this study may be partially explained by program-, school-, and/or state-level policies requiring 
some AP and IB students to participate in service activities. For example, high school students in 
Florida who wish to qualify for the Florida Academic Scholars (FAS) award or the Florida 
Medallion Scholars (FMS) award must complete at least 100 or 75 service hours, respectively. 
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Most AP students are college bound and often apply for these state-sponsored scholarships. In 
addition, IB programs require students to take part in at least 150 hours of creative, action, and 
service activities (CAS).  
Within AP and IB groups, AP students were most likely to be involved in sports/athletics 
teams followed by service/volunteering clubs, while IB students were most likely to be involved 
in service/volunteering clubs followed by sports and athletic teams. Consistent with the findings 
for AP students, prior research suggests that sports/athletics is the most common type of 
extracurricular activity in which students are typically involved, followed by volunteering 
activities (Child Trends Data Bank, 2015; Fredricks & Eccles, 2010; Rose-Krasnor et al., 2006; 
U.S. Department of Education & NCES, 2015; Veliz, & Shakib, 2014). Although rates of 
participation in various types of extracurricular activities ranged in prior studies (e.g., 
participation in sports ranged from 40-58% across multiple studies of typical high school 
students), results from the current study showed that AP/IB students were more likely to be 
above or at the higher end of these ranges (e.g., participation in sports was 59% among AP/IB 
students from current study). Table 15 presents a side-by-side comparison of the rates of 
involvement for typical high school students (from prior research) and AP/IB students in 
particular (from current study). It should be noted that not all twelve categories of activity types 
used in the present study were included as categories in prior studies; thus, only overlapping 
categories of activity types are presented.  
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Table 15 
Comparison of Prior Research and Current Study Findings for Rates of Involvement by 
Extracurricular Activity Type 
 
Activity Type Rates of Involvement of Typical 
High School Students  
(Findings from Prior Research)* 
Rates of Involvement of AP/IB 
High School Students 
(Findings from Current Study) 
Sports and Athletics  40-58% 59% 
Volunteering 41-56% 62% 
Academic clubs/honor societies 8-21% 55% 
Performing arts (including band, 
orchestra, chorus, drama or choir) 
21-33% 42% 
Arts and hobby clubs 
(photography, chess, etc.) 
10-42% 41% 
Vocational clubs (Future Farmers 
of America, SkillsUSA, etc.) 
8-16% 15% 
Note. Not all twelve category types used in the present study were used as categories in prior studies. Citations for 
prior studies of rates of involvement of typical high school students included: Child Trends Data Bank, 2015; 
Fredricks & Eccles, 2010; Rose-Krasnor et al., 2006; U.S. Department of Education & NCES, 2009; U.S. 
Department of Education & NCES, 2015; Veliz, & Shakib, 2014.  
Differences in participation between AP and IB students. Findings revealed a 
significant difference in both the breadth and intensity of participation between AP and IB 
students. On average, IB students were involved in significantly more activity types and spent 
significantly more hours per week in extracurricular activities compared to AP students. 
Although there is no prior research comparing rates of extracurricular participation between AP 
and IB students, IB students are required to complete at least 150 hours of creative, action, and 
service activities (CAS). These unique IB-program requirements may help explain the increased 
involvement in extracurricular activities among IB students compared to AP students. However, 
it should be noted that the effect size for the difference between AP and IB students was small 
for both breadth and intensity of involvement (Cohen's d = .26 and .11, respectively). This 
suggests that although the results were statistically significant, the difference between groups 
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may not translate to meaningful, real-world interpretations of these findings. For example, the 
mean difference between AP and IB students for breadth of involvement was .51, which 
corresponds to IB student involvement in less than one extra activity type compared to AP 
students. For intensity, AP and IB students had average scores of 3.03 and 3.18, respectively. 
Thus, both groups had mean intensity scores that fell between the response options “5-9” and 
“10-19” hours of extracurricular activity participation per week. Thus, caution should be used 
when interpreting significant differences between the relatively large samples of AP and IB 
students in this study.  
Extracurricular Activity Participation and Student Outcomes 
Moderating effects of program status (AP vs. IB). Prior to examining whether linear 
and/or curvilinear relationships existed between dimensions of involvement in extracurricular 
activities (breadth/intensity) and student outcomes, moderator analyses were conducted to 
determine whether program status (i.e., AP vs. IB) influenced relationships between variables. 
To accomplish this, interaction terms for program status were added to regression models to 
determine moderating effects of program status on these relationships. Findings revealed that 
program status was not a significant moderator of the linear or curvilinear relationships between 
breadth or intensity of involvement and students’ levels of life satisfaction, psychopathology, 
school burnout, GPA, AP/IB exam scores, and absences. Thus, although findings from the 
current study identified a significant difference in the overall levels of involvement in 
extracurricular activities (for both breadth and intensity), these differences did not translate into 
differences in associations between dimensions of involvement and student outcomes. Given the 
paucity of research examining the moderating effects of academic program on the relationship 
between extracurricular activity participation and student outcomes, these findings are a unique 
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contribution to the literature. Because there were no moderating effects of program participation 
on relationships between dimensions of involvement and student outcomes, results from the 
regression models without interaction terms for program status were used for subsequent 
analyses determining the presence of linear and/or curvilinear relationships between dimensions 
of involvement in extracurricular activities and student outcomes. 
Linear relationships between breadth and student outcomes. After controlling for 
students’ SES and potential program effects, the linear term for breadth of extracurricular 
activity participation was a significant predictor for the following outcomes: higher levels of life 
satisfaction, lower levels of psychopathology, higher GPAs, and higher AP/IB exam scores.  For 
every 1 unit increase in students’ breath of participation (i.e., participation in 1 additional activity 
type), students were expected to experience the following: 1) a .122 unit increase in life 
satisfaction on the SLSS; 2) a 1.217 decrease in psychopathology on the BESS; 3) a .156 unit 
increase in GPA; and 4) a .116 unit increase in AP/IB exam scores. These findings are consistent 
with previous studies that found positive associations between the breadth of activity 
involvement and indicators of positive academic and social/emotional functioning among high 
school students, including higher GPAs (Busseri et al., 2006; Denault & Poulin, 2009; Fredricks, 
2012; Rose-Krasnor et al., 2006) and higher levels of psychological wellbeing (i.e., lower 
symptoms of depression and social anxiety, as well as higher levels of self-esteem/optimism; 
Rose-Krasnor et al., 2006). Participation in a variety of different activity contexts exposes 
adolescents to a broader range of developmental growth experiences. Compared to students 
participating in minimal activity types, these students are likely developing a broader web of 
social support, including teachers and prosocial peers, which they can turn to in times of stress. 
Moreover, according to self-complexity theory (Linville, 1985), students who invest their time, 
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effort, and resources into multiple activities or contexts are more likely to handle challenges and 
stressful situations better than those who invest all of their resources into one context. For these 
students, involvement in multiple activity types may be useful in mitigating the negative 
emotional consequences of failure in another social or academic context.   
The linear term for breadth of participation in extracurricular activities was not found to 
be a significant predictor of the remaining student outcomes analyzed in the present study, 
including school burnout or absences. However, it should be noted that after the variance in 
academic and social/emotional outcomes explained by SES, program participation (AP vs. IB), 
and curvilinear terms for breadth/intensity is parceled out, there is very little variance left to 
explain. This is an important caveat to the analytic approach used in the current study, and helps 
explain why bivariate relationships between breadth of involvement and students’ absences were 
observed, while multivariate associations were not. 
Curvilinear relationships between breadth and student outcomes. After controlling 
for students’ SES, program effects, and the linear term for breadth, the curvilinear term for 
breadth of extracurricular activity participation was a significant predictor for students’ GPAs 
and AP/IB exam scores. In other words, there was a point of diminishing returns for GPA and 
AP/IB exam scores for varying levels of breadth of participation. More specifically, GPA 
initially increased as breadth of extracurricular activity involvement increased, peaking at a 
breadth score of five. However, GPA began to decline as students reported involvement in more 
than five different unique activity types. In addition, AP/IB exam scores initially increased as 
breadth of extracurricular activity involvement increased, peaking at a breadth score of four. 
However, exams scores began to decline as students reported involvement in more than four 
different unique activity types.  
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These findings are somewhat consistent with prior research that found curvilinear 
relationships between breadth of participation and students’ academic outcomes, including 
grades, academic orientation, and math achievement test scores (Fredricks, 2012; Knifsend & 
Graham, 2012). Specifically, Fredricks (2012) found that indicators of academic success (i.e., 
math achievement test scores, grades, and educational expectations) initially increased as breadth 
of extracurricular activity involvement increased, but began to decline at moderate-to-high levels 
of involvement (i.e., greater than six activity types). Similarly, Rose-Krasnor et al. (2006) found 
that increasing levels of breadth of participation was positively associated with students’ 
academic orientation up to 5-6 different activity types, but students did not experience additional 
improvements in outcomes at higher levels of involvement. Taken together, these findings 
suggest that although participation in a wide breadth of extracurricular activity contexts is 
associated with superior academic functioning among high school students (including AP/IB 
students), there appears to be a point at which increased breadth of extracurricular activity 
involvement does not predict increased benefits with respect to some of the outcomes examined 
in this study. Findings from previous research, as well as results from the current study, suggest 
that participation in 4-6 activity types is associated with optimal levels of academic functioning 
among high school students (including AP/IB students). This helps to support the overscheduling 
hypothesis (Mahoney et al., 2006), or the idea that there is a point in which participation in “too 
many” extracurricular activities (in this case, the number of activity types, not the hours per 
week) detracts from academic work and performance. This is particularly salient for AP and IB 
students given their high levels of perceived stress and demanding workload (Suldo, Shaunessy, 
Thalji, Michalowski, & Shaffer, 2009; Suldo & Shaunessy-Dedrick, 2013). Notably, the point of 
diminishing return is relatively high; for example, AP/IB students who take part in sports, 
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volunteerism, and religious youth group weekly would still not be considered “overscheduled” in 
this study in relation to optimal performance on the indicators examined.  
Linear relationships between intensity and student outcomes. After controlling for 
students’ SES and program effects, the linear term for intensity of extracurricular activity 
participation was a significant predictor for the following outcomes: lower levels of 
psychopathology and higher GPAs. In other words, for every 1 unit increase in students’ 
intensity of participation (e.g., increasing from “0= not at all” to “1= up to 1 hour” for time spent 
on extracurricular activities per week), students were expected to experience the following: 1) a 
2.278 unit decrease in psychopathological risk on the BESS; and 2) a .143 unit increase in GPA. 
Although these findings are consistent with some studies linking intensity of participation and 
lower levels of psychological distress, including lower levels of externalizing symptoms and 
behavior disorders (Bohnert & Garber, 2007), fewer internalizing symptoms (Bohnert, Kane, & 
Garber, 2008), and better academic functioning (Busseri et al., 2006), they are inconsistent with 
other studies that did not find linear associations between intensity of involvement and 
psychopathology (e.g., Mahoney & Vest, 2012). In addition, although findings from several 
cross-sectional studies indicated that more intense extracurricular activity participation was 
related to superior academic outcomes, including higher grades and higher achievement test 
scores (Cooper, Valentine, Nye, & Lindsay, 1999; Darling, 2005; Dotterer, McHale, & Crouter, 
2007; Mahoney et al., 2006; Rose-Krasnor et al., 2006), findings from longitudinal studies have 
yielded inconsistent associations between intensity of participation and students’ academic 
outcomes (Busseri et al., 2006; Marsh & Kleitman, 2002).  
Beyond psychopathology and GPA, the linear term for intensity of participation in 
extracurricular activities was not found to be a significant predictor of any other student 
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outcomes, including life satisfaction, school burnout, AP/IB exam scores, or absences. Again, it 
should be noted that after the variance in academic and social/emotional outcomes explained by 
students’ SES, program effects (AP vs. IB), and the curvilinear term for intensity is parceled out, 
there is very little variance left to explain. This helps explain why positive bivariate relationships 
between intensity of involvement and students’ life satisfaction and AP/IB exam scores were 
observed, while significant multivariate associations were not. 
Curvilinear relationships between intensity and student outcomes. After controlling 
for students’ SES, program effects, and the linear term for intensity, the curvilinear term for 
intensity of extracurricular activity participation was a significant predictor for students’ self-
reported psychopathology and GPA. In other words, there was a point of diminishing returns for 
psychopathology and GPA for varying levels of intensity of participation. More specifically, 
psychopathology initially decreased as intensity of extracurricular activity involvement 
increased, peaking at an intensity score of 3.19 (i.e., between the 5-9 and 10-19 hours per week 
response option categories). However, psychopathology began to increase as students reported 
involvement in 20 or more hours of extracurricular activities per week. In addition, students’ 
GPAs initially increased as intensity of extracurricular activity involvement increased, peaking at 
an intensity score of 3.25, which also fell between the 5-9 and 10-19 hours per week response 
option categories. However, GPA began to decline as students reported involvement in 20 or 
more hours of involvement per week. This is aligned with some existing research that found 
curvilinear relationships between intensity of extracurricular involvement and student outcomes 
(e.g., Mahoney et al., 2006; Marsh, 1992). For example, Marsh and colleagues (March, 1992; 
Marsh & Kleitman, 2002) found that the associations between the intensity of participation and 
students’ psychological and behavioral well-being were positive initially, but declined at high 
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levels of involvement (i.e., intensity scores between 1.42 and 3.28 standard deviations above the 
mean), suggesting threshold effects (March, 1992; Marsh & Kleitman, 2002). Similarly, Randall 
and Bohnert (2009) found that students’ depressive symptoms tended to decrease as students’ 
intensity of participation increased; however, this relationship changed at moderately high levels 
of intensity of participation (i.e., 10 hours per week). As students’ intensity of involvement 
exceeded this threshold (i.e., participated in more than 10 hours per week), depressive symptoms 
tended to increase (Randall & Bohnert, 2009). 
Combined model of breadth and intensity as predictors of student outcomes. Once 
breadth and intensity were independently examined as predictors of students’ academic and 
social/emotional outcomes, a combined model that included linear and quadratic terms for both 
breadth and intensity was used to determine whether significant effects of breath or intensity 
would maintain while controlling for the other. Results of the combined model showed that after 
controlling for SES, program participation, and linear and quadratic terms for both breadth and 
intensity, the linear and curvilinear terms for breadth of extracurricular activity participation 
maintained significance as predictors of higher GPA. No other linear or curvilinear terms for 
breath or intensity of extracurricular participation maintained significance when controlling for 
the other dimension of extracurricular involvement. Thus, the significant linear associations 
between intensity of extracurricular involvement and psychopathology and GPA were no longer 
significant when controlling for breadth of involvement. Similarly, Rose-Krasnor et al. (2006) 
found that associations between intensity of involvement and symptoms of psychopathology 
(i.e., depression and social anxiety) and academic functioning were not significant after adjusting 
for breadth of participation (but not vice versa), suggesting that breadth was a stronger predictor 
of student outcomes than intensity of participation. The present study found that significant 
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linear relationships between breadth of involvement and life satisfaction and psychopathology, as 
well as the linear and curvilinear relationship between breadth and AP/IB exam scores, were no 
longer significant when controlling for intensity of involvement. Taken together, findings 
suggest that students’ breadth of participation significantly predicted students’ GPA, above and 
beyond intensity of participation for both linear and curvilinear relationships between variables. 
Contributions to the Literature 
Given the absence of extant literature investigating the rates of involvement in 
extracurricular activities, as well as the relationship between extracurricular involvement and 
student outcomes among AP and IB students, this study helps to fill a significant gap in the 
literature. This study also provides unique insights into the presence of linear and curvilinear 
relationships between the intensity and breadth of extracurricular activity participation and 
indicators of student success, both academically and emotionally. In regard to the overall rates of 
involvement, results of the current study showed that on average, AP and IB students reported 
being involved in 3 to 4 different extracurricular activity types, with the largest group of students 
reporting involvement in 4 (20%), followed by 3 (19%) activity types. In addition, AP/IB 
students spent, on average, about 5 to 9 hours per week involved in extracurricular activities, 
with the largest group of students reporting 10-19 hours of involvement per week across all 
extracurricular activities (32.6%), followed by 5-9 hours per week (22.3%). This is somewhat 
consistent with prior research indicating typical high school student involvement in about 2-3 
different types of extracurricular activities (Fredricks, 2012; Fredricks & Eccles, 2010), and 5-6 
hours per week (Fredricks, 2012; Mahoney et al., 2006). Overall, the most common type of type 
of activity in which AP/IB students participated was service/volunteering clubs (62.5%), 
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followed closely by sports and athletic teams (59.2%) and academic team/clubs and honor 
societies (55.3%), then performing arts and music (41.6%) and art and hobby clubs (41.1%). 
This study also provided unique insights into the differences between AP and IB students 
in terms of rates of involvement in extracurricular activities, as well as program effects (i.e., AP 
vs. IB) on relationships between dimensions of extracurricular involvement and student 
outcomes. Findings revealed that on average, IB students were involved in significantly more 
activity types and spent significantly more hours per week in extracurricular activities compared 
to AP students. This challenges the common misconception that IB students are “one-
dimensional” and are overly concerned with academic aspects of their lives, often neglecting 
other important aspects (e.g., social interaction, etc.). However, although a significant difference 
in the overall levels of involvement in extracurricular activities (for both breadth and intensity) 
was observed, these differences did not translate into differences in associations between 
extracurricular involvement and student outcomes. Given the paucity of research examining the 
moderating effects of academic program on the relationship between extracurricular activity 
participation and student outcomes, these findings are a unique contribution to the literature. 
Recent conceptualizations of the effects of extracurricular activity involvement on 
adolescents’ developmental outcomes have addressed concerns regarding the dosage of 
extracurricular activity involvement. Generally referred to as the overscheduling hypothesis 
(Mahoney et al., 2006), some researchers have questioned whether there is a point in which the 
breadth (number of types of activities) or intensity (hours spent per week) of involvement 
detracts from academic work and/or cultivates emotional distress. This concern regarding the 
diminishing returns for youth who might be “overscheduled” is particularly salient for AP and IB 
students, given their heightened levels of perceived stress (compared to students in the general 
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education) stemming from the demands of their academic workload (Suldo, Shaunessy, Thalji, 
Michalowski, & Shaffer, 2009; Suldo & Shaunessy-Dedrick, 2013). In regard to linear 
relationships, this study found significant linear associations between the breadth of 
extracurricular activity participation and higher levels of life satisfaction, lower levels of 
psychopathology, higher GPAs, and higher AP/IB exam scores. This study also found significant 
linear relationships between the intensity of extracurricular activity participation and lower levels 
of psychopathology and higher GPAs. Although these findings are consistent with some studies 
linking breadth and intensity of participation and superior academic and social/emotional 
outcomes (Bohnert & Garber, 2007; Bohnert, Kane, & Garber, 200; Busseri et al., 2006), they 
are inconsistent with other studies that did not find linear associations between intensity of 
involvement and psychopathology (e.g., Mahoney & Vest, 2012).  
Regarding the overscheduling hypothesis, results from the current study found curvilinear 
relationships between breadth of participation and AP/IB exam scores and GPA, with optimal 
levels of breadth of 4.14 and 5.2, respectively. Findings from previous research, as well as results 
from the current study, suggest that participation in 4-6 activity types is associated with optimal 
levels of academic functioning among high school students. However, this is the first study to 
examine these relationships among AP and IB students specifically. In addition, results found 
curvilinear relationships between intensity of participation and students’ psychopathology and 
GPA, with optimal intensity scores of 3.19 and 3.25, which fell between the “5-9” and “10-19” 
hours per week response option categories. Finally, results revealed that both linear and 
curvilinear relationships between students’ breadth of participation and GPAs maintained 
significance even when controlling for intensity of participation. Taken together, this study 
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provided unique insights into the linear and curvilinear relationships between the intensity and 
breadth of extracurricular activity participation and important student outcomes. 
Implications for School Psychologists and Educational Stakeholders 
Overall, results from this study support the growing evidence suggesting that 
extracurricular activities are positive developmental contexts for adolescents. In addition, this 
study provides valuable information to school psychologists, teachers, and other educational 
stakeholders seeking recommendations for optimal levels of extracurricular activity participation, 
in terms of breadth and intensity of involvement. Specifically, findings from this study indicated 
that participation in 4-5 activity types and spending between 5-19 hours per week involved in 
activities is associated with optimal levels of academic and social/emotional functioning 
(including GPA, performance on AP/IB exams, and psychopathology) among AP and IB 
students. These findings are partially aligned with the overscheduling hypothesis (Mahoney et 
al., 2006), or the theory that there is a point in which involvement detracts from academic work 
and psychological well-being. However, this phenomenon was only observed for GPA, AP/IB 
exams scores, and self-reported psychopathology, and only if students were participating in more 
than five activity types or 20 or more hours of activities per week. That means the ubiquitous 
concerns regarding detrimental effects of being “overscheduled” with academic demands and 
extracurricular activities (in terms of hours per week) may not be warranted for all students 
enrolled in accelerated academic curricula. For example, results from this study suggest that an 
AP or IB student involved in a school-sponsored athletic team, weekly community service, 
student council, and a church youth group (collectively taking up between 5 and 19 hours per 
week) may have an optimal level of involvement that promotes academic and emotional well-
being. Moreover, given that breadth was a unique predictor of GPA even when controlling for 
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intensity of participation, students may benefit from involvement in multiple activity contexts 
regardless of time spent per week. In other words, even students who are involved in a time-
consuming activity, such as athletics, may still be benefit from pursuing even minimal 
involvement in additional activities. For example, it may benefit a football player to volunteer an 
hour per week in the community or participate in an academic club that meets during school 
hours. However, it should be noted that approximately 18% of AP/IB students in the current 
sample reported participation in more than five activities, and nearly 15% participated in 20 or 
more hours of activities per week. This means there is a sizable minority of students that may be 
at-risk for being overscheduled with activities, both in terms of breadth of involvement and hours 
spent per week. As such, it is important that educational stakeholders assess students’ current 
level of involvement and make recommendations tailored to their needs. 
In regard to linear relationships, this study found significant linear associations between 
the breadth of extracurricular activity participation and higher levels of life satisfaction, lower 
levels of psychopathology, higher GPAs, and higher AP/IB exam scores. This study also found 
significant linear relationships between the intensity of extracurricular activity participation and 
lower levels of psychopathology and higher GPAs. Taken together, school psychologists, 
teachers, and other educational stakeholders should feel encouraged to recommend that students 
become increasingly involved in extracurricular activities in terms of hours per week (up to 20 
hours), and to expand involvement into 4-5 different activity contexts. This can be accomplished 
by school psychologists and educational stakeholders in a variety of ways, including universal 
and one-on-one approaches. For example, high schools could hold annual school-wide “club 
days” where students are given an opportunity to learn about the different extracurricular 
activities offered at their school. Teachers, school psychologist, school counselors, and/or 
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administrators could also advertise clubs throughout the year (e.g., describing a “club of the 
week” during morning announcements), and provide students information about how to 
participate. Schools could also create a student-friendly webpage with information about school 
clubs and ways to get involved. Finally, administers may consider collecting data on their 
students’ preferences for desired clubs in order to maximize participation among their student 
body. On a one-to-one level, teachers are uniquely positioned to encourage their students to get 
involved in activities at school given their close proximity and frequent contact with youth in 
their classrooms. It is also important for educators to be aware that nearly 1 in 5 of AP and IB 
students may be overscheduled in terms of the number of activity types in which they participate 
and in terms of hours spent per week. Teachers should work to encourage students to find a 
balance that supports their academic and social/emotional well-being. 
While many students may want to participate in extracurriculars, it is important to 
consider the potential barriers that may stand in students’ way of participation. These factors 
may include access barriers (e.g., lack of transportation or money for club dues), personal 
barriers (e.g., lack of confidence in skills), and social barriers (e.g., not supported by family or 
peers). Although there may be barriers that get in the way of participation in extracurricular 
activities, it is important to note that there are possible solutions or strategies that can help 
students overcome these barriers. Teachers, school psychologist, school counselors, and/or 
administrators could help students brainstorm potential solutions to overcome many of these 
barriers. For example, students could be encouraged to carpool with friends or find a club that 
meets during the school day (access barriers), use better time and task management skills to 
create more time for activities (personal barriers), or join a club with a friend (social barriers).   
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Limitations 
 The findings and significance of this study should be interpreted in light of several 
methodological decisions and limitations. First, the study sample consisted of students enrolled 
in AP and IB courses only. On one hand, the exclusion of students in general education curricula 
allowed for a significant gap in the empirical literature to be examined. On the other hand, this 
limits the generalizability of findings to AP and IB students only. In addition, this sample may be 
fairly heterogeneous, given that some AP students may only be enrolled in one AP class while 
other students may have schedules that feature multiple AP and/or IB courses. Another limitation 
is the use of cross-sectional data, limiting this researcher’s ability to discern the directionality 
between variables. Given that extracurricular activity involvement is typically voluntary, the 
results of this cross-sectional study examining relationships between extracurricular activity 
involvement and student outcomes may be confounded by self-selection factors. In other words, 
students who chose to participate in extracurricular activities may be qualitatively different from 
students who are not involved (Holland & Andre, 1987; Mahoney et al., 2005). As a result, it 
may be difficult to separate the effects of extracurricular activity involvement from preexisting 
differences between participants and non-participants. A third limitation of this proposed study is 
the use of self-reported data to measure key variables (e.g., extracurricular activity involvement, 
mental health). Self-reported data may have introduced error due to participant biases and 
inability to recall thoughts and behaviors over a relatively long period of time (i.e., an entire 
school year). Finally, this study utilized existing data to conduct secondary analyses. As such, 
additional information regarding the duration of extracurricular activity involvement was not 
able to be examined in this study. Further, the indicator of intensity was limited to a 6-point 
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response metric that did not permit this researcher to examine with precision the typical number 
of hours (e.g., 12 or 18, vs. 10-19) students spent in extracurricular activities weekly. 
Summary and Future Directions 
 
This study provided unique insights into the presence of linear and curvilinear 
relationships between the intensity and breadth of extracurricular activity participation and 
indicators of student success, both academically and emotionally. In regard to the overall rates of 
involvement, results of the current study showed that on average, AP and IB students reported 
being involved in 3 to 4 different extracurricular activity types and spent approximately 5 to 9 
hours per week involved in extracurricular activities. Overall, the most common type of type of 
activity in which AP/IB students participated was service/volunteering clubs (62.5%), followed 
by sports and athletic teams (59.2%), academic team/clubs and honor societies (55.3%), 
performing arts and music (41.6%), and art and hobby clubs (41.1%). Findings also revealed that 
on average, IB students were involved in significantly more activity types and spent significantly 
more hours per week in extracurricular activities compared to AP students. However, although a 
significant difference in the overall levels of involvement in extracurricular activities was 
observed, these program-level differences did not translate into differences in associations 
between extracurricular involvement and student outcomes. 
In addition, this study found significant linear associations between the breadth of 
extracurricular activity participation and higher levels of life satisfaction, lower levels of 
psychopathology, higher GPAs, and higher AP/IB exam scores. Significant linear relationships 
between the intensity of extracurricular activity participation and lower levels of 
psychopathology and higher GPAs were also observed. Regarding the overscheduling 
hypothesis, results from the current study found significant curvilinear relationships between 
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breadth of participation and AP/IB exam scores and GPA, with optimal levels of breadth 
(number of activity types) of 4.1 and 5.2, respectively. Findings from previous research, as well 
as results from the current study, suggest that participation in 4-6 activity types is associated with 
optimal levels of academic functioning among high school students. In addition, results found 
curvilinear relationships between intensity of participation and students’ psychopathology and 
GPA, with optimal intensity scores of 3.2 and 3.3, respectively (i.e., between the 5-9 and 10-19 
hours per week response option categories), indicating that participation in 20 or more hours of 
activities per week was associated with diminishing outcomes. Results also revealed that both 
linear and curvilinear relationships between students’ breadth of participation and GPAs 
maintained significance even when controlling for intensity of participation. Taken together, this 
study provided unique insights into the linear and curvilinear relationships between the intensity 
and breadth of extracurricular activity participation and important student outcomes.  
Although the current study helped to fill a significant gap in the literature for AP and IB 
students in particular, future research examining linear and curvilinear relationships between 
extracurricular involvement and students’ academic and social/emotional functioning is 
warranted. In particular, further research is needed to determine: 1) the longitudinal relationships 
between extracurricular involvement and student outcomes; 2) the association between duration 
of involvement (i.e., measuring participation over time) and student outcomes; 3) the influence 
of students’ temperamental and social characteristics (e.g., social skills) on relationships between 
extracurricular involvement and student outcomes; and 4) factors that cause students’ to initiate 
and sustain engagement in extracurricular activities. Aligned with the recommendations of Rose-
Krasnor (2009), future research should continue to utilize dimensional approaches when 
measuring extracurricular involvement (vs. dichotomous approaches). Moreover, measuring 
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breadth and intensity of involvement more concretely (e.g., using time diary methods, yearbook 
reviews, etc.) may more accurately capture student involvement compared to relying on self-
report methods alone. 
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Appendix A. Parent Consent Form 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Dear Parent or Caregiver: 
 
This letter provides information about a research study that will be conducted in your child’s high school by 
investigators from the University of South Florida.  We are examining high school students in academically 
demanding college preparatory programs in order to understand what factors are linked to emotional wellness and 
academic success among youth in Advanced Placement (AP) courses and International Baccalaureate (IB) Programs.     
 
9 Who We Are:  We are Shannon Suldo, Ph.D., and Elizabeth Shaunessy, Ph.D., professors in the College of 
Education at the University of South Florida (USF).  Several graduate students in the USF College of Education 
are also on the research team.  We are planning the study in cooperation with school administrators to ensure the 
study provides information that will be helpful to the school.   
 
9 Why We Are Requesting Your Child’s Participation:  This study is being conducted as part of a project entitled, 
“Predictors of Academic Success among High School Students in College Preparatory Programs.”  Your child is 
being asked to participate because he or she is a high school student in an International Baccalaureate (IB) 
Program and/or Advanced Placement (AP) courses.   
  
9 Why Your Child Should Participate:  There is a great need for educators and researchers to understand what leads 
to school success and happiness for students in rigorous academic programs.  The information that we collect from 
your child may help increase our overall knowledge of how factors such as stressors and coping strategies relate to 
academic, social, and emotional success among high-achieving students.  Information from this study will provide 
a foundation from which to improve the schooling experiences and well-being of high school students in college 
preparatory programs, which we will use to inform our work with educational professionals. Please note neither 
you nor your child will be paid for your child’s participation in the study.  However, every student that returns this 
form (regardless of whether you give permission for your child to participate or not) will be included in a class-
wide drawing for a $50 Visa gift card.  In order to show our appreciation for your child’s participation, each 
student who participates will receive either a $10 iTunes gift card or a pre-paid movie ticket to a local theater.   
 
9 What Participation Requires: If you grant your child permission to participate in the study, we will ask him or her 
to complete several paper-and-pencil surveys.  These surveys will ask your child about his or her stressors and 
coping strategies; school-related attitudes and behaviors; personal academic engagement; relationships with 
classmates, teachers, and parents; thoughts about his or her personality and psychological well-being (happiness 
and emotional distress); and participation in extracurricular activities.  It will take approximately 45-60 minutes to 
complete the survey during one school day.  We will personally administer the surveys at the high school, during 
regular school hours, this spring to large groups of students who have parent permission to participate.  A final part 
of participation involves a review of your child’s school records.  School/district employees will provide the USF 
research team with the following information about your child: courses taken for high school credit, including 
grades earned in these courses as well as scores on AP and IB exams; scores on college entrance/readiness exams 
(e.g., PSAT, SAT, ACT); FCAT scores since middle school; student demographic characteristics including 
race/ethnicity, eligibility for free or reduced-price lunch, identification as an English Language Learner (ELL) or a 
student with an exceptionality; student distance from current high school (e.g., high school student is zoned to 
attend); extent of involvement in unique educational services, such as the AVID program, services for ELL 
students, and/or gifted education; district/state student ID numbers; student attendance and discipline history (i.e., 
number of office discipline referrals); number of community service hours completed; for 12th grade students: 
college acceptances and scholarships, and obtainment of IB diploma and/or IB certificate.  
 
9 Please Note:  Your decision to allow your child to participate in this research study must be completely voluntary.  
You are free to allow your child to participate in this study or to withdraw him or her at any time.  You or your 
child’s decision to participate, not to participate, or to withdraw participation at any point during the study will in 
no way affect your child’s student status, his or her grades, or your relationship with your child’s high school, 
USF, or any other party.   
 
DEPARTMENT OF PSYCHOLOGICAL AND SOCIAL FOUNDATIONS •  COLLEGE OF EDUCATION 
University of South Florida   •  4202 East Fowler Avenue – EDU 105  •  Tampa, FL  33620-5650 
(813) 974-3246  •  FAX (813) 974-5814 
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9 Confidentiality of Your Child’s Responses: There is minimal risk to your child for participating in this research.  
We will be present during administration of the surveys in order to provide assistance to your child if she or he has 
any questions or concerns.  Your child’s privacy and research records will be kept confidential to the extent of the 
law.  Authorized research personnel, employees of the Department of Health and Human Services, the USF 
Institutional Review Board and its staff, and other individuals acting on behalf of USF may inspect the records 
from this research project, but your child’s individual responses will not be shared with school system personnel or 
anyone other than us and our research assistants.  Your child’s completed surveys will be assigned a code number 
to protect the confidentiality of his or her responses.  Only we will have access to the locked file cabinet stored at 
USF that will contain: (1) all records linking code numbers to participants’ names, and (2) all information gathered 
from school records.  All records from the study (completed surveys, information from school records) will be 
destroyed five years after the study is complete.  Please note that although your child’s specific responses on the 
surveys will not be shared with the school staff, if your child indicates that he or she intends to harm him or 
herself, we will contact district mental health counselors to ensure your child’s safety.   
 
9 What We’ll Do With Your Child’s Responses:  We plan to use the information from this study to inform educators 
and psychologists about the types of stressors faced by students in high school college preparatory programs, 
which coping strategies are associated with positive and negative outcomes, and which student characteristics and 
environmental factors are associated with success and risk in AP and IB courses.  The results of this study may be 
published. However, the data obtained from your child will be combined with data from other people in the 
publication. The published results will not include your child’s name or any other information that would in any 
way personally identify your child.  
 
9 Questions?  If you have any questions about this research study, please contact Dr. Suldo at (813) 974-2223 or Dr. 
Shaunessy at (813) 974-7007.  If you have questions about your child’s rights as a person who is taking part in a 
research study, you may contact a member of the Division of Research Integrity and Compliance of the University 
of South Florida at (813) 974-5638, and refer to eIRB # 1094.  
 
9 Want Your Child to Participate?  To permit your child to participate in this study, complete the attached consent 
form and have your child turn it in to his or her designated teacher.  The second copy of this letter is yours to keep. 
 
Sincerely, 
 
 
Shannon Suldo, Ph.D.      Elizabeth Shaunessy, Ph.D. 
Associate Professor of School Psychology   Associate Professor of Gifted Education 
Department of Psychological and Social Foundations  Department of Special Education   
----------------------------------------------------------------------------------------------------------------------------------------------- 
Consent for Child to Take Part in this Research Study 
I freely give my permission to let my child take part in this study.  I understand that this is research.  I have received a 
copy of this letter and consent form for my records. 
 
__________________________  __________________________   _______________________ 
Printed name of child   Grade level of child    School 
 
__________________________  __________________________   ____________ 
Signature of parent of child  Printed name of parent    Date 
taking part in the study  
 
Statement of Person Obtaining Informed Consent 
I certify that participants have been provided with an informed consent form that has been approved by the University 
of South Florida’s Institutional Review Board and that explains the nature, demands, risks, and benefits involved in 
participating in this study.  I further certify that a phone number has been provided in the event of additional questions.  
 
__________________________  __________________________  ___________  
Signature of person   Printed name of person   Date 
obtaining consent   obtaining consent 
Study ID:Ame5_Pro00001094 Date Approved: 11/3/2011 Expiration Date: 7/23/2012
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Appendix B. Student Assent Form 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Dear Student: 
 
Today you will be asked to take part in a research study titled, “Predictors of Academic Success among High 
School Students in College Preparatory Programs” (Pro00001094). You will be asked to complete several 
surveys that inquire about stressors that you experience; the things you do to deal with those stressors; your 
attitudes towards your classes and schooling in general; your relationships with classmates, teachers, and 
parents; features of your personality; your happiness and emotional distress, and your participation in 
extracurricular activities.  Completing these surveys will take you approximately 45-60 minutes.  To thank you 
for your participation, you will receive your choice of either a pre-paid movie ticket or a $10 iTunes gift card. 
 
You are being asked to participate in this study because you are a high school student in an either in an 
International Baccalaureate (IB) Program, and/or Advanced Placement (AP) classes.  Your parent or guardian 
has already given you permission to take part in this study.  Your answers will be kept confidential to the extent 
of the law.  However, if you tell us that you plan to hurt yourself or someone else, we would have to tell 
someone at your school in order to keep everyone safe.  You are free to withdraw from participating at any 
time, and you will not be penalized. 
 
If you have any questions about the study, please feel free to contact Dr. Suldo at (813) 974-2223 or Dr. 
Shaunessy at (813) 974-7007. 
 
 
Assent to Participate 
 
I understand what participating in this study requires, and I agree to take part in this study. 
 
 
___________________________________ _____________________________________  ____________ 
Signature of person taking part in the study Printed name of person taking part in the study  Date 
 
 
 
___________________________________ _____________________________________  ____________ 
Signature of person obtaining assent  Printed name of person obtaining assent    Date 
       
 
 
 
 
 
 
 
 
 
 
 
 
 
DEPARTMENT OF PSYCHOLOGICAL AND SOCIAL FOUNDATIONS  •  COLLEGE OF EDUCATION 
University of South Florida   •  4202 East Fowler Avenue – EDU 105  •  Tampa, FL  33620-5650 
(813) 974-3246  •  FAX (813) 974-5814 
Study ID:Ame5_Pro00001094 Date Approved: 11/3/2011 Expiration Date: 7/23/2012
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Appendix C. Extracurricular Activity Involvement (EAI) Scale 
 
Directions: The following survey items ask about your participation in various activities either in or out 
of school during the current school year. For each activity, please indicate approximately how many 
hours, on average,  you spend in that activity in a typical week. Circling (0) means you have not been 
involved in that activity this year, a (<1) means you are a little involved (but less than an hour a week), 
all the way to (10+) which means you spend “10 or more” hours in that activity in a typical week.  For 
each club you are in, respond in only one item/category. 
On average, in a typical week during this school year, 
how much time do you spend in... 
Not 
at 
all 
Up to 
1 
hour 
1-3 
hours 
4-6 
hours 
7-9 
hours 
10 + 
hours 
1. Sports and athletic teams (basketball, cheerleading, 
tennis, golf, track, soccer, etc.) 0 <1 1-3 4-6 7-9 10+ 
2. Performing arts and music (dance, drama, band, 
orchestra, chorus, flag corps/majorettes, etc.) 0 <1 1-3 4-6 7-9 10+ 
3. Art and hobby clubs (photography, model building, 
electronics, robotics, crafts, art, chess, etc.)  0 <1 1-3 4-6 7-9 10+ 
4. Academic team/clubs and honor societies (science, 
history, math, foreign languages, debate/speech, 
Mu Alpha Theta, Brain Brawl, Model UN, 
National Honor Society, etc.)   
0 <1 1-3 4-6 7-9 10+ 
5. Career-related clubs (Future Educators, FBLA- 
Future Business Leaders of America, FCCLA, 
FFA- Future Farmers of America, JA- Junior 
Achievement, HOSA)  
0 <1 1-3 4-6 7-9 10+ 
6. Community youth clubs (Girl/Boy Scouts, YMCA, 
4-H, etc.)  0 <1 1-3 4-6 7-9 10+ 
7. Religious or spiritual activities at school or in 
community (religious youth groups, FCA or FCS, 
etc.) 
0 <1 1-3 4-6 7-9 10+ 
8. Publications (school newspaper, magazine, 
yearbook) 0 <1 1-3 4-6 7-9 10+ 
9. Student government (student council, student 
government, class organizations such as Class of 
2013) 
0 <1 1-3 4-6 7-9 10+ 
10. Service/volunteering clubs or other community 
service activities not included in the above clubs 
(Key Club, Interact, mentoring, tutoring, service to 
a community organization, etc.) 
0 <1 1-3 4-6 7-9 10+ 
11. Special interest or diversity clubs (International 
Club, SADD, Young Democrats or Republicans, 
Gay/Straight Alliance, etc.) 
0 <1 1-3 4-6 7-9 10+ 
12. ROTC 0 <1 1-3 4-6 7-9 10+ 
13. Other activity:  0 <1 1-3 4-6 7-9 10+ 
14. Other activity:  0 <1 1-3 4-6 7-9 10+ 
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Now think about all of the extracurricular activities you have been involved with this school year.   
On average, in a typical week during this school year, 
how much time do you spend in... 
 
None 
Up to 
1 hour  
1-4 
hours 
5 – 9  
hours 
10 - 19 
hours 
20 + 
hours 
All extracurricular activities (including ones at school 
and those in the community)?  0 < 1 1-4 5-9 10-19 20+ 
We are interested in how much time you spend doing required (vs. elective or optional) extracurricular 
activities.  
On average, in a typical week during this school year, 
how much time do you spend in... 
 
None 
Up to 
1 
hour  
1-4 
hours 
5 – 9  
hours 
10 - 
19 
hours 
20 + 
hours 
All extracurricular activities (at school or in the 
community) that are required by your school, your 
academic program, or for scholarships?   
0 < 1 1-4 5-9 10-19 20+ 
All extracurricular activities (at school or in the 
community) that are optional (above and beyond the 
requirements of your school, your academic program, 
or for scholarships)? 
0 < 1 1-4 5-9 10-19 20+ 
 
Now think about how much time you spend in an after-school job. 
On average, in a typical week during this school year, 
how much time do you spend in... 
 
None 
Up to 
1 
hour  
1-4 
hours 
5 – 9  
hours 
10 - 
19 
hours 
20 + 
hours 
An after-school job for pay? 0 < 1 1-4 5-9 10-
19 
20+ 
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Appendix D. Students’ Life Satisfaction Scale (SLSS) 
 
We would like to know what thoughts about life you've had during the past several weeks.  
Think about how you spend each day and night and then think about how your life has been 
during most of this time.  Here are some questions that ask you to indicate your satisfaction 
with life. In answering each statement, circle a number from (1) to (6) where (1) indicates 
you strongly disagree with the statement and (6) indicates you strongly agree with the 
statement.  
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1.   My life is going well 1 2 3 4 5 6 
2.   My life is just right 1 2 3 4 5 6 
3.   I would like to change many things in my life 1 2 3 4 5 6 
4.   I wish I had a different kind of life 1 2 3 4 5 6 
5.   I have a good life 1 2 3 4 5 6 
6.   I have what I want in life 1 2 3 4 5 6 
7.   My life is better than most kids' 1 2 3 4 5 6 
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Appendix E. School Burnout Inventory (SBI) 
 
Please choose the alternative that best describes your situation in the past month.  
 
 
    
 
 In the past month… 
C
om
pl
et
el
y 
D
is
ag
re
e 
Pa
rt
ly
 
D
is
ag
re
e 
D
is
ag
re
e 
Pa
rt
ly
 
A
gr
ee
 
A
gr
ee
 
C
om
pl
et
el
y 
A
gr
ee
 
1. I feel overwhelmed by my schoolwork. 1 2 3 4 5 6 
2. I feel a lack of motivation in my schoolwork and 
often think of giving up. 1 2 3 4 5 6 
3. I often have feelings of inadequacy in my 
schoolwork. 1 2 3 4 5 6 
4. I often sleep badly because of matters related to my 
schoolwork. 1 2 3 4 5 6 
5. I feel that I am losing interest in my schoolwork. 1 2 3 4 5 6 
6. I’m continually wondering whether my schoolwork 
has any meaning. 1 2 3 4 5 6 
7. I brood over matters related to my schoolwork a lot 
during my free time. 1 2 3 4 5 6 
8. I used to have higher expectations of my schoolwork 
than I do now. 1 2 3 4 5 6 
9. The pressure of my schoolwork causes me problems 
in my close relationships with others.  1 2 3 4 5 6 
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Appendix F. Graphical Depictions of Model 1 for Breadth and all Outcomes 
 
Below are graphical depictions of model 1 for breadth of extracurricular involvement and all student 
outcomes. Program status was dummy coded (“IB”=1/yes or 0/no). Final equation represented: ! = !! + !!(!"! = 0) + !!(!" = 0) + !!!"#$%&ℎ + !!!"#$%&ℎ!. 
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Appendix G. Graphical Depictions of Model 1 for Intensity and all Outcomes 
 
Below are graphical depictions of model 1 for intensity of extracurricular involvement and all student 
outcomes. Program status was dummy coded (“IB”=1/yes or 0/no). Final equation represented: ! = !! + !!(!"! = 0) + !!(!" = 0) + !!!"#$"%&#' + !!!"#$"%&!"!. 
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Appendix H. Graphical Depictions of Model 1 for Breadth/Intensity and all Outcomes 
 
Below are graphical depictions of the combined model for intensity and breadth of extracurricular 
involvement and all student outcomes. Program status was dummy coded (“IB”=1/yes or 0/no).  
Final equation represented:  
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